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Abstract

The adoption of qualifications frameworks has been witnessing a growing
interest across the globe in the past few decades. Despite widespread awareness and
support, there are not enough studies exploring how qualifications frameworks
resonate with different stakeholders. The main objective of this study is to examine
faculty perceptions of the implementation of the United Arab Emirate’s Qualifications
Framework (QF Emirates). In particular, the study explores faculty perceptions of: (a)
the QF Emirates general purpose and structure; (b) the impact of implementing QF
Emirates on academic practices; and (c) some key factors that could facilitate effective
implementation of the QF Emirates at the institutional level. Using a descriptive
approach, the study captures feedback from a random sample of 180 faculty members
from two of the largest higher education institutions in the county, namely the UAE
University (UAEU) and the Higher Colleges of Technology (HCT). Quantitative data
was gathered using a 5 Likert scale questionnaire. The study reveals that faculty
members have an overall high perception of the general aim/structure of the QF
Emirates and its impact on teaching, learning, and assessment. Moreover, the study
reveals that faculty from the HCT have a significantly higher perception of the QF
Emirates implementation compared to faculty from the UAEU. Finally, the study
concludes with identifying leadership support, faculty involvement in policy-making,
and continuous dialogue among stakeholders as some of the key factors that could
facilitate effective implementation of the QF Emirates at the institutional level.

Keywords: Qualifications Framework, Higher Education, Faculty Perceptions,
Academic Practices.
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)Title and Abstract (in Arabic

تصورات أعضاء الهيئة التدريسية حول تطبيق منظومة المؤهالت الوطنية في الجامعات
الحكومية بدولة اإلمارات العربية المتحدة
الملخص

شهدت العقود السابقة اهتماما متزايدا بتبني منظومة المؤهالت الوطنية في النظم التعليمية
على الصعيد الدولي .على الرغم من الدعم المتواصل ،يرى الكثير بأن التجارب السابقة تشير إلى
أن تبني منظومة المؤهالت يحمل في طياته الكثير من التفاوت في آراء المتخصصين والشركاء
األساسيين في العملية التعليمية .وعليه ،تهدف هذه األطروحة إلى الكشف عن تصورات أعضاء
الهيئة التدريسية حول تطبيق منظومة المؤهالت اإلماراتية في مؤسسات التعليم العالي الحكومية
بالدولة .تحديدا ،تسعى الدراسة إلى استكشاف آراء أعضاء الهيئة التدريسية حول )1( :الهدف
واإلطار العام للمنظومة )2( ،أثر تطبيق المنظومة على الممارسات األكاديمية ،و( )3بعض
العوامل التي يمكن أن تحفز عملية تطبيق المنظومة على مستوى المؤسسات التعليمية .طبقت هذه
الدراسة المنهج الوصفي لتسلط الضوء على تصورات عينة عشوائية من  180عضو هيئة
تدريسية في اثنتين من أكبر مؤسسات التعليم العالي على مستوى الدولة  -جامعة اإلمارات العربية
المتحدة وكليات التقنية العليا .كما تم تطبيق مقياس ليكرت الخماسي في االستبانة المستخدمة لتجميع
البيانات .وتعد أهم نتائج الدراسة هي الكشف عن التصورات اإليجابية ألعضاء الهيئة التدريسية
فيما يخص اإلطار العام لمنظومة المؤهالت اإلماراتية وأثرها في الممارسات األكاديمية المتمثلة
في التعليم والتعلم والتقويم .كما كشفت الدراسة عن أن آراء أعضاء الهيئة التدريسية في كليات
التقنية العليا هي أكثر إيجابية على مستوى الداللة اإلحصائية من آراء نظرائهم في جامعة
اإلمارات .وأخيرا استخلصت الدراسة عددا من العوامل األساسية لتطبيق منظومة المؤهالت
الوطنية بصورة فاعلة على مستوى المؤسسات ،أال وهي الحصول على الدعم الوافي من القيادة،
وإشراك أعضاء الهيئة التدريسية في وضع السياسات وصنع القرار ،وتفعيل قنوات الحوار
التفاعلي والمستدام بين الشركاء األساسيين في منظومة المؤهالت الوطنية.
مفاهيم البحث الرئيسية :منظومة المؤهالت ،التعليم العالي ،تصورات أعضاء الهيئة التدريسية،
الممارسات األكاديمية.
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Chapter 1: Introduction
1.1 Overview
In today’s world, governments are recognizing and responding to local and
global economic and cultural changes as they strive to develop human capital. One of
the key drivers for change is the impact of globalization, which continues to affect both
governments and higher education institutions (Eggins, 2003). Thus, the common
characteristics of many reforms in higher education systems can be associated with a
shared need to achieve economic prosperity and remain competitive in the market.
From this perspective, the process of cultural diffusion, in which initiatives are
replicated and policies are borrowed, is at the heart of educational reforms on a global
scale (Torres & Schugurensky, 2002).
As key pillars in higher education systems, universities have always been
custodians and creators of knowledge. Through dissemination of knowledge, skills,
moral and cultural literacy, critical inquiry and moral choice, universities allow
governments to equip new generations with the capacity to become productive citizens
in their societies. Therefore, universities are well positioned to assume their role in
addressing the challenges faced by their graduates to help them succeed in a viscous
global economy and a rapidly changing market (Skolnik, McCarney, & Jones, 2005).
Through the development of human capital, education plays a vital role in
promoting knowledge-based economy. The Bologna process, for instance, is one of
the earliest initiatives that aimed at raising the global competitiveness of the European
higher education. Today, several trends are witnessed where international industry of
quality assurance continues to grow, setting the stage for founding the equivalencies
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of qualifications and benchmarking (Hartmann, 2008). In his paper ‘The role of the
European Union in the internationalization of higher education’, Teichler (1998)
highlighted some of the emerging characteristics of what seems to be a dramatic
change in the landscape of educational management. Perhaps one of the key changes
described by the author was the industrialization of education as knowledge is
perceived as economic capital and educational systems are evaluated based on their
economic efficiency. Students are becoming global customers and aspects of mobility
and transferability are generating wider interest. In addition, employers and
practitioners are leading curriculum design and managers are heavily engaged in
academic governance and educational policy. Gaps between the academic and
corporate world are narrowing and universities are shifting from traditional instruction
to life-long learning.
In order to drive economic competitiveness, National Qualifications
Framework (NQF) have been one of several initiatives introduced and diffused mostly
among English-speaking developed counties to promote knowledge-based economy
and the globalization of education in the 1990s (Allais, 2003). Today, the introduction
of the qualifications frameworks is a matter of great interest in higher education
management and administration across the world (Raffe, 2013). An increasing number
of countries, with very different economic, cultural, and political backgrounds, either
have introduced, or are in the process of introducing national qualifications framework
(Young, 2005). Given the swift spread of this global phenomena, NQFs expansion
looks set to carry on well into the future (Blackmur, 2004).
In line with this global expansion, the past few years have seen gradual
adoption of qualifications frameworks in the Arab world as part of the structure of
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educational systems. A key driver behind the current rise of NQFs in the Arab region
has been the need for a reliable tool to facilitate comparison of qualifications awarded
in different countries, thus enabling student mobility locally and globally (Leong &
Wong, 2004).
Among these counties is the United Arab Emirates (UAE). The early
beginnings of the initiative started with the establishment of the Qualifications
Framework Project in 2006 based on a memorandum of understanding signed between
the UAE General Head Quarter and the Institute of Applied Technology. The aim was
to create a system of qualifications that recognizes and rewards different types of
learning and fosters the production of knowledgeable and skilled UAE workforce who
can contribute to the nation’s social and economic development.
After several years of consultation with local and global partners and
examination of several international frameworks, President His Highness Sheikh
Khalifa Bin Zayed Al Nahyan issued in August 2010 Federal Decree No. 1 to
‘establish and maintain the National Qualifications Authority’. The key mandate was
to oversee the establishment and implementation of an internationally recognized
qualifications system in the UAE. Such system would be comprised primarily of a
national qualifications framework in addition to a set of associated policies and
procedures. One key aspect of this initiative is that the NQA operates in coordination
with related entities and relevant agencies, including the Ministry of Education, the
CAA, higher education institutions and the local and international industry.
Eight years into its formal adoption, the UAE’s QF Emirates is moving from
‘early implementation’ to the ‘advanced operational’ stage (NQA, 2012). Today, more
than 220 programs across the country have been aligned with the QF Emirates, with
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the rest at different stages of review as per their CAA re-accreditation cycles. More
than 200 qualifications have been approved by the NQA since 2014. Eighteen
institutions have been registered as training providers delivering qualifications with a
QF level. More than 5000 students are enrolled in 33 qualifications being offered in
Abu Dhabi, with the number of completions exceeding 3000 in 21 different
qualifications. Several bilateral agreements have been signed with the United
Kingdom and New Zealand, and more agreements with countries like Australia and
South Africa are being formalized (NQA, 2018).
1.2 Statement of the Problem
Considering the great complexity and inconsistency in measuring the impact
of qualifications frameworks across the world, very few studies seem to take a critical
perspective in challenging the broad assumptions behind this initiative or examining
how it resonates with key stakeholders at the implementation level.
National qualifications frameworks are considered a controversial regulatory
instrument and a body of critical scholarship is still challenging their philosophical and
practical foundations (Blackmur, 2015). Raffe (2013) pointed out that, to this end, the
impact of NQFs has been slighter than initially assumed, has often taken long periods,
has varied across frameworks and has been negative as well as positive. Another key
challenge is that, during the developmental phase, there have been several signs of
‘policy borrowing’ from models developed by the early-adopters of NQFs (Young,
2007). Thus, despite the expanding evidence base, it is still difficult to reach firm
general conclusions about the theoretical and conceptual framework of the national
qualifications frameworks.
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At the implementation level, there is also little practical support as to how
institutions can design and adopt teaching and learning strategies to achieve the
appropriate level of learning as specified by national authorities. Fernie and Pilcher
(2009) suggested that there are simply not enough studies exploring how the NQFs
resonates with several stakeholders, including faculty members, assessors and
admission tutors. Particularly, interpretations of the qualification frameworks across
different stakeholders have been found to be quite diverse and practitioners have
expressed substantial concern that the NQFs promoted unrealistic vision regarding the
amount and type of change they can introduce (Gallacher et al., 2005). This is partly
due to the small number of countries with appropriate evidence and the relatively short
period to evaluate outcomes (Raffe, 2013). Fernie and Pilcher (2009) reiterated that
more research is needed to discover multiple stakeholder perceptions of how NQFs
affect their own practices and others.
In this regard, Fernie and Pilcher (2009) raised a number of key questions
related to the diffusion of qualifications frameworks in academic institutions. For
instance, are those with the power to diffuse change different from those who develop
an NQA? How are NQA principles and practices being received by different
stakeholders? Who is resisting and why? Is there a gap between the intended goals and
the current practice? What are the core issues and how can lessons from others be used
to address challenges? How is the effectiveness/success of an NQF measured? These
are key questions for research exploring the adoption and implementation of any NQF
that at the moment remain lacking.
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1.3 Purpose of the Study
The purpose of this study is to examine faculty perceptions of the
implementation of the UAE’s Qualifications Framework (QF Emirates). In particular,
the study gathers data from two federal Higher Education Institutions (HEIs), namely
the United Arab Emirates University (UAEU) and the Higher Colleges of Technology
(HCT) related to faculty perceptions of: (a) the QF Emirates general purpose and
structure; (b) the impact of implementing QF Emirates on teaching, learning, and
assessment; and (c) the key factors that could facilitate effective implementation of QF
Emirates at the institutional level.
1.4 Research Questions
In an effort to address the problem for this study, the following research
questions were posed:
1.

What are the faculty perceptions of the general aim/structure of the QF
Emirates?

2.

What are the faculty perceptions of the impact of QF Emirates
implementation on the academic practices of teaching, learning, and
assessment?

3.

Is there a statistically significant difference in faculty perceptions of the QF
Emirates based on institution, gender, ethnicity, qualification, discipline,
title, location, and years of experience?

4.

What are the faculty perceptions of some of the key institutional factors that
could facilitate effective implementation of the QF Emirates?
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1.5 Significance of the Study
Successful adoption of emergent educational reforms needs careful review of
their effectiveness to ensure that the organization is operating in line with the intended
goals. This evaluation shall be evidence-based and should engage multiple
stakeholders affecting and affected by the adopted framework. Thus, the drivers and
barriers of effective implementation of QFs at the institutional level and the impact of
NQFs on bridging the gap between policy and practice are areas that could be further
explored. Gosling (2001) argued that consultative processes that offer specialists the
opportunity to engage in translating the QF principles into the delivery of their own
subject are more likely to lead to positive reception and meaningful implementation.
In addition, Ulicna et al. (2011) suggested that qualifications frameworks can play a
vital role in creating a connection between program objectives and course learning
outcomes, as they assure that the required body of knowledge, skills and competencies
are deeply integrated within the program structure and are developed progressively.
The outcomes of this study would add to the existing body of knowledge
pertaining to the role of stakeholders (e.g. faculty members) in the implementation of
the national qualifications framework. It addition, it can drive future professional
development activities and add to the discourse around the conceptual framework of
NQFs. Outcomes of the study could also provide additional information on the use of
the QF Emirates as a supporting instrument. Last but not least, this work could provide
insight to policy makers in regard to institutional support that would promote effective
adoption of the QF Emirates.
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1.6 Limitations
The study is limited to faculty members from two federal universities in the
UAE, namely the UAE University and the Higher Colleges of Technology. Therefore,
the outcomes of this study could hardly be considered generalizable to the entire
population of faculty members in higher education institutions in the UAE. Instead,
the outcomes of the study reflect perceptions of the faculty members who opted to
participate in this study, which may or may not agree with those who did not.
The study also relied upon self-reported perception using a survey as the datagathering tool. As stated by Patten (2011), response rates to surveys are often low and
only provide a snapshot of information. In addition, it is assumed that faculty provided
an accurate, unbiased, and truthful representation in their responses. However, it could
be possible that in certain cases some faculty may not candidly express their honest
opinion in fear of possible repercussions on appraisals and/or potential promotions.
The potential of a low response rate in addition to faculty’s inclination towards
offering socially and politically acceptable responses could pose a threat to the
generalizability and authenticity of the study outcomes.
Another limitation of this study is the lack of causality or the explanations of
the cause and effect relationships between the demographic variables and the scores
pertaining to faculty perception on the implementation of QF Emirates.
1.7 Definition of Terms
• Qualification is an official record (certificate, diploma, etc.) of achievement
which results from successful the completion of a set of pre-defined courses and/or the
requirements to enter or progress within an occupation (Tuck, 2007).
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• National Qualifications Frameworks (NQFs) are instruments for reforming
education and training and thus enhancing national competitiveness (Raffe, 2013).
Young (2005) describes NQFs as top down frameworks guided by governments based
on a set of guidelines related to the structure of the qualification and what they will
allow learners to do. Perhaps one of the main characteristics of qualifications
frameworks is the use of level descriptors and their alignment with the learning
outcomes (Rauhvargers, 2009).
• Level descriptors are statements that offer a generic description of learning at
a particular level (Keevy & Chakroun, 2015). Therefore, level descriptors can be used
to review learning outcomes and assessment and to pitch credit recognition according
to the level (Vlasceanu et al., 2007).
• Learning outcomes are defined as clear statements of what the learner is
expected to achieve and how he or she is expected to demonstrate that achievement
(Kennedy, 2006). Generally, learning outcomes in a qualifications framework are
expressed in three main categories, or strands, namely knowledge, skills, and
competencies.
• Academic practices are defined in the context of this study as the formulation,
implementation, and review of (a) teaching/learning methods and (b) assessment tools
in line with the pre-defined learning outcomes. Schott and Steel (2015) emphasized
the central role of articulating or learning goals/outcomes as the stepping stone for
instructional design. The goals consequently guide selection of teaching methods,
learning opportunities and assessment tools.

10

Chapter 2: Literature Review
2.1 The Higher Education System in the UAE
Developing education has been a priority since the United Arab Emirates
(UAE) was founded in 1971. The UAE is a federation of seven emirates with a
population of approximately 9.3 million and a growth domestic product of about AED
1,442.5 billion, as stated on the UAE Government portal (2020). The UAE has
witnessed substantial economic growth over the past 30 years thanks to a solid oil
market, a highly dynamic real estate sector, and the establishment of free zones
(Rawazik & Carroll, 2009). The UAE Federal Competitiveness and Statistics
Authority (2019) revealed that the UAE’s gross domestic product (GDP) rose by 3.7%
in 2019. A key factor in achieving and maintaining such prosperity is that the UAE
has been adopting robust economic strategies that stood the test of time, in particular
during the global economic setbacks (The UAE Annual Economic Report, 2017).
In 1976, the Ministry of Higher Education and Scientific Research founded the
first higher education institution in the country, namely the UAE University. This was
followed by the establishment of the Higher Colleges of Technology in 1988. Ten
years later, Zayed University was established in Abu Dhabi and Dubai. Following the
UAE Cabinet's reshuffle in 2016, the Ministry of Higher Education and Scientific
Research was merged into the Ministry of Education with two Ministers of State in
support. The UAE is now a higher education hub with three federal universities and
more than 70 ministry-accredited institutions in the country offering more than 950
accredited programs and hosting more than 120,000 students across the country (Jose
& Chacko, 2017). The journey to achieve academic excellence seems to carry on well
into the future. The UAE Vision 2021 National Agenda prioritizes ‘first-rate education
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system’ as a fundamental element for the development of the nation and the best
investment in its youth.
Through its development journey, the UAE’s Ministry of Education (MOE) as the main regulatory authority for higher education - established the Commission for
Academic Accreditation (CAA) in 1999, which founded a solid ground for setting the
academic quality standards of higher education in the country. It has also established
the National Authority for Scientific Research, which aims at developing a national
system of innovation and research in order to support the UAE’s knowledge-based
economy. In Abu Dhabi, the Department of Education and Knowledge (ADEK)
(formerly Abu Dhabi Education Council) establishes academic institution in
coordination with the MOE. The latest addition would be the National Qualifications
Authority (NQA), which was founded in 2010 to enhance the economic and social
development in the UAE. Although the latter is not regulatory in nature, alignment of
learning outcomes with the QF Emirates is a mandatory requirement for all programs
offered in the UAE as per the CAA Standards for Institutional Licensure and Program
Accreditation.
In the second volume of the Shape of Global Higher Education, a report
published by the British Council, Ilieva (2017) presented an analysis of international
higher education policies across 38 countries. The UAE came second (after Australia)
in the quality assurance and degree recognition category, which measured indicators
such as selection criteria for international students, monitoring and accrediting the
cross-border activities of foreign institutions, and recognition of foreign degrees/
transnational education qualifications. This is one of several success stories that
highlight the strengths and potential of the UAE’s higher education system. These
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strengths origin from a national commitment towards developing an educational
system of the highest standards. The country has a comprehensive set of wellestablished universities and colleges across the emirates. Moreover, the higher
education system is supported by a well-structured quality assurance system and
operates in a highly competitive environment that attracts renowned international
universities to open branches in the UAE (Ashour & Fatima, 2016).
Despite all the considerable achievements and efforts to maintain quality in
higher education in the UAE, Barqawi (2012) noted some challenges that face this
sector. Those challenges are related to the quality of academic institution and the
programs they offer in addition to the need of a more robust and coherent educational
policy. As stated in the World Economic Forum website, the Global Competitiveness
Index 2017-2018 highlighted that to further increase its competitiveness, the UAE
would have to speed up progress in terms of upgrading education. Hijazi et al. (2008)
pointed out that as the UAE aims to move toward a knowledge-based economy, there
are still challenges seen with the quality of university graduates in the country. In
particular, the study revealed that there is inadequate growth of graduate studies and
raised concerns over a gap between the quality of the graduates and the requirements
of the market, as stated by a sample of employers and employees. This seems to agree
with Ashour and Fatima’s findings (2016), who identified the issue of focusing on
quantity over quality of the graduates, the institutions, and the programs they offer as
some of the main factors that could impend building a stronger educational system in
the UAE.
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2.2 History and Development of NQFs
An overview of literature would suggest that a qualifications framework is a
relatively modern educational policy initiative that is built around classifying academic
and vocational qualifications based on a set of pre-defined level descriptors in order to
highlight and standardize learning outcomes. Generally, a National Qualifications
Framework (NQF) is designed to provide nationally recognized and consistent
standards and qualifications, as well as recognition for all learning of knowledge and
competencies and a basis for further review, delivery and improvement of existing and
future qualifications (Vlasceanu et al., 2007).
The early stages of the process emerged decades ago, however, it is the last ten
years that witnessed a drastic increase in the implementation of NQFs worldwide. The
concept of an NQF has its intellectual origins in the competence-based vocational
learning which was developed by Jessup (1991), who theorized that all qualifications
could be expressed in terms of outcomes without proposing a definite learning
pathway. England, Scotland, New Zealand, South Africa, and Australia were the first
countries to adopt a systematic national framework of qualifications. The
developments that led to NQFs in all of the first phase nations were attributed, at least
in part, to the overhaul of the knowledge-based technical and vocational qualifications
(Allais et al., 2009).
Young (2005) identified three main stages of governments’ interest in NQFs
throughout the past 30 years. For early adopters, the development of such initiative
could be associated with the neo-liberal economic policies of the 1980s and early
1990s, which positioned private sector as a key player in economic development. A
few years later, the idea of a national framework reemerged and was connected with
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the governments’ novel interest in lifelong learning. An NQF appeared to offer the
possibility of promoting lifelong learning by accrediting all types of learning wherever
it took place and whatever the age of the learner. Finally, what could be considered a
third stage of government interest in NQFs dates to the beginning of the 21st century,
with several political, economic, and social variables driving the process.
Another construct of NQF's phases across the literature could be NQFs that
have largely been organic in their formation (first phase nations), those that have
developed upon the establishment of the European Qualification Framework (EQF) in
2008, and those that have followed as part of the worldwide expansion of NQFs (Tuck,
2007). Similarly, NQF are driven by the desire for what Olssen and Peters (2005)
highlighted as the implicit relation between the knowledge economy and the
productivity of the education sector. This is built on the assumption that governments
need better skilled workforce with higher levels of education to compete in a
globalized economy.
Even though most qualifications frameworks seem to share the overall
structure and use the concept of level descriptors - statements that provide a broad
indication of learning appropriate to achievement at a particular level, NQFs vary in
terms of strategic priorities and activities designed to accomplish their stated goals.
There is also evidence of significant “borrowing” of frameworks and concepts that
were initially framed in early adopters of NQFs such as England, Scotland and New
Zealand (Young, 2005).
Despite the current global ‘tsunami’ of adopting national qualifications
frameworks, introducing an NQF based on levels, standards and outcomes is certainly
not a shallow nor a minor exercise. Young (2005) argued that such undertaking
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involves a comprehensive transformation, not only in the way qualifications have
previously been structured, but also in the deeply implanted functions and activities
that support them. Fernie and Pilcher (2009) described several challenges highlighted
by the prevailing body of research into NQF. These barriers are related to contextual
embeddedness, challenging academic practice and action, innovation diffusion and
politics. Out of those assumptions, perhaps challenging academic practice would be of
closest relevance to the scope of this study, as it addresses the impact of NQFs upon
effectively constructing and aligning teaching activities, learning, and assessment.
This is reiterated by Drowley and Marshall (2013), who concluded that experiences
across the world propose that a vital factor of successful adoption of NQFs is
implementation of outcome-based curriculum design and review of teaching and
learning strategies and assessment practices.
2.3 The UAE’s Qualifications Framework (QF Emirates)
In the past decade, the UAE became a new addition to a growing list of
countries that adopted a qualifications framework in the Middle East. One of the key
motives behind the continued growth of qualifications systems in the region is a mutual
desire to explore channels of comparison of qualifications offered in different
countries, which could bridge the gap between the educational sector and the labor
market (Leong & Wong, 2004). According to Parker (2012), prior to the adoption of a
qualifications system in the UAE, a number of challenges facing the educational sector
were identified. These challenges included the gap between curriculum design and
program delivery and the absence of a consistent, nation-wide quality assurance
system that reviews and evaluates content delivery across the different educational
levels.
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In 2006, the UAE General Head Quarter (GHQ) and the Institute of Applied
Technology (IAT) signed an agreement to found the ‘Qualifications Framework
Project’, which paved the way for the establishment of the National Qualifications
Authority (NQA) in 2010. The stated role of the NQA is to liaise with key stakeholders
to manage the development and adoption of a nation-wide framework: The National
Qualifications Framework of the UAE (QF Emirates).
In terms of design, the QF Emirates is comprised of ten levels of qualifications
covering the entire spectrum of education in the UAE (Table 1). For each level, a set
of level descriptors is expressed in terms of three main strands, namely knowledge,
skills, and competencies. Competencies combine three sub-strands: role in context,
autonomy and responsibility, and self-development (Table 2). The level descriptors
highlight what the learner shall be able to demonstrate upon completion of the
qualification requirements.
The UAE’s Standards for Licensure and Accreditation, developed and
managed by the Ministry of Education’s Commission for Academic Accreditation
(CAA), requires all higher education institutions to refer to the QF Emirates in the
development of new programs. Furthermore, ongoing programs are required to
increasingly adopt to the level descriptors of the QF Emirates. This includes aligning
program learning outcomes to the relevant level descriptors of the QF Emirates. The
ultimate goal is full adoption of QF Emirates for all academic programs offered in the
UAE. In addition, institutions must demonstrate use of appropriate teaching methods
and assessment tools to achieve the program learning outcomes as part of the CAA
program accreditation processes (CAA, 2019).
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Table 1: QF Emirates 10-level Stucture

Source: QF Emirates Handbook 2012

Table 2: QF Emirates Strands
Level X

Strand 1
Knowledge

Strand 2
Skill

Strand 3

Strand 4

Autonomy

Role in

and

Context

Strand 5
Self-development

Responsibility

Aspects of Competencies
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As the case with many qualifications frameworks, when a federal mandate to
align all academic programs to the QF Emirates was announced in 2012, it generated
mixed responses among stakeholders. However, with the gradual adoption and
continuous support from the National Qualifications Authority, including several
guidelines, meetings, and training functions, it became more widely accepted that level
descriptors could actually be used to review learning outcomes and, subsequently,
improve teaching, learning, and assessment practices (Schoepp & Benson, 2017). A
study conducted by Abu-Gharbieh et al. (2018) revealed that the application of QF
Emirates increased consistency, transparency, portability and progression for
qualifications awarded by Dubai Pharmacy College and offered a unified approach for
designing and delivering curriculum. However, further studies should be conducted in
order to obtain a more generalizable and realistic snapshot of the reality of QF Emirates
across higher education institutions in the country. Aldhaen et al. (2018) suggested
that despite significant efforts in the region, Gulf education systems do not yet have
the full NQF implementations cycle, and so do not support the standards to be
implemented.
2.4 The Adoption of NQF: Learning from Global Experiences
Despite its rapid growth across the globe, studies on the impact, strength and
weakness of qualifications frameworks are quite limited (Allais, 2011). Most studies
about qualifications frameworks seem to highlight the aims of the frameworks, rather
than offer evidence of the actual achievements of qualifications frameworks and the
obstacles faced during their implementation. The following section reviews
experiences from a number of countries that have developed and implemented a
national qualifications framework.
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2.4.1 Scottish Credit and Qualifications Framework
Although clearly not the oldest, the Scottish Credit and Qualifications
Framework remains one of the most influential qualifications frameworks globally.
The idea was brought to life in the mid-1990s, when developers of the Higher Still and
the Scottish Credit Accumulation and Transfer discussed the prospect of combining
the two structures along with the Scottish Vocational Qualifications (Raffe, 2010).
Following a serious of small, gradual steps, the Scottish Credit and Qualifications
Framework (SCQF) was officially established in 2001 (Raffe, 2007). Rather than
attempting to revamp education, the SCQF used a modest approach that capitalized on
existing practices.
The SCQF is a comprehensive qualification system of 12 levels that cover the
full spectrum of learning in Scotland. In contrast to several frameworks, it is a
voluntary system managed collaboratively through a partnership between the Scottish
Qualifications Authority, the higher education sector, and the government (Raffe,
2011). Similar to other frameworks, the different levels of the Scottish framework are
associated with the complexity and rigor of the qualification.
In terms of learning outcomes, the Scottish qualifications framework uses five
broad strands, namely knowledge and understanding; practice (applied knowledge and
understanding); generic cognitive skills (e.g. evaluation, critical analysis);
communication, numeracy and IT skills; and autonomy, accountability and working
with others. The level descriptors serve as the focal point that allows for meaningful
comparisons and offer a nation-wide language to be used by colleges, industry, and
other stakeholders to outline what the students will be able to demonstrate through the
qualification.
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The SCQF is considered one of the most effective qualification frameworks
worldwide (Young, 2005). In fact, the success of the SCQF inspired several countries
to adopt a framework system in Europe (Raffe, 2007). Perhaps some of the key factors
pertaining to the success of the SCQF are the modest approach in setting goals, the
collaborative, non-descriptive adoption process, and the comprehensive model utilized
(Raffe, 2003). In addition, the fact that the process started earlier compared to other
adopters also contributed to the success of the system. In fact, the development process
was so incremental that some of the sub-frameworks of the current system could be
traced back to the early 1980’s (Raffe, 2007). Such gradual adoption encouraged
colleges and universities to welcome the SCQF with minimal resistance.
Moreover, other providers of education such as professional bodies and workbased learning providers saw an opportunity to strengthen their position in the
educational system as their qualifications started to get recognition thanks to the
SCQF. According to Raffe (2007), out of all the factors favoring successful
implementation, the SCQF benefited mostly from the fact that it was led by Higher
Education, prompting decision-makers in the sector to willingly embrace the
framework and actively contribute to its promotion. Rather than competing with
Higher Education, the framework strengthened the position of universities and
colleges as the leaders and key players in the Scottish educational system.
In a comparison of the impact of qualifications frameworks in 16 countries,
Allais (2011) concluded that success of the SCQF could be difficult to replicate due to
the very long-term nature of its implementation in addition to the solid educational
system in Scotland. Raffe (2011) argued that the success of the SCQF could be judged
by the extent to which it has been implemented and used to achieve its goals while
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maintaining the support of key stakeholders. At the operational level, universities and
colleges have used the framework as a tool for curriculum development and quality
assurance of programs, leading to enhancements in academic practices across higher
education (Gallacher & Crossan, 2008).
Despite the widely-accepted success of the SCQF, its impact might not all be
positive. According to Ainley (1997), at least three issues associated with the Scottish
qualification framework could be identified. First, the SCQF might devalue certain
forms of learning that are not aligned with the learning outcomes of the framework
(i.e. community-based learning), leading to what the author calls a ‘certificated
society’. The same argument could be made about learning experiences that do not
lead to higher education degrees, marginalizing certain sectors like vocational training.
Lastly, the SCQF could be misused in some institutions to make decisions related to
funding and resource allocation, deviating it from its original aims.
In conclusion, lessons from the SCQF indicate that a realistic and modest
approach that builds on the strengths of the existing practices in cooperative, nondescriptive manner could improve the potential of successful implementation of
qualifications frameworks. However, countries that wish to follow the footsteps of the
Scottish model of framework need to pay close attention to the context of the Scottish
educational and economic sectors and broader set of policies that supported the
Scottish framework.
2.4.2 New Zealand Qualification Framework
Ever since its inception in the early 1990s, the New Zealand Qualifications
Framework (NZQF) has been perceived by many countries as the most comprehensive
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and outcome-based model (Curtain & Hayton, 1995). As one of the early adopters,
New Zealand began to sense the need to improve its educational system in the middle
of the 1980s, with reforms continuing to take place for almost three decades. As control
over funding became tighter, the aim was to produce qualified graduates who can
contribute to the development of the New Zealand economy (Philips, 2003).
In terms of structure, the NZQF is an outcome-based framework of three main
strands: knowledge, skills and attributes, and their application. The NZQF is quite
comprehensive, covering high school degrees to higher education for both national and
international students. Learning outcomes offer descriptions of what graduates are
expected to possess in terms of knowledge and skills, with economic prosperity at the
heart of learning outcomes design.
As a new initiative, the NZQF was initially faced with stern resistance and poor
reception by universities, schools and the industry. The stumbling beginnings led to
several modifications to address the key issues and meet the needs of the multiple
stakeholders impacted by its inception (Strathdee, 2011). In spite of all attempts to get
the framework on track, key stakeholders continued to share their concerns, with the
use of unit standards-based approach being one of the areas under heavy criticism. In
the unit standards system, any qualification, regardless of how it was designed, taught,
or assessed, could be registered as long as it met the criteria. In addition, lack of clarity
on the specific role and scope of the Qualifications Authority led to increasing tension
with the Ministry of Education, resulting in political conflict and dissatisfaction
(Philips, 2003). As voices calling for change increased, the NZQF conducted a
thorough review of the qualifications system in 2008 due to the over complexity of the
system. The qualification registration system, which allowed any stakeholder –
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whether academic or not, to design, deliver and assess qualifications (as long as
alignment with unit standards was demonstrated) flooded the system with more than
6000 qualifications that students, knowledge providers found hard to comprehend and
follow.
Consequently, change had to come and several changes were agreed on,
including standardizing statements of learning outcomes to offer more clarity,
introducing robust processes for qualification approval prior to inception, and
empowering the role of industry (Chan, 2016). Perhaps one of the key changes was the
shift from the mandatory and elective sets of unit standard to a graduate profile system
with clear employability and academic pathways for graduates. The new system would
allow for accommodation of a wider spectrum of qualifications, regardless of whether
or not they follow the unit-standards model (Philips, 2003). Utilizing the unit standards
became optional as their use was reduced to assessment practices (Chan, 2016).
In terms of impact, Vlaardingerbroek (2006) pointed out that the NZQF has
evidently benefited the vocational sector. In fact, the pathway from school to
vocational studies was so seamless school students could begin, or even complete,
vocational qualifications while still in school. That said, impact of the NZQF on higher
education is highly questionable, with little evidence of significant change for
perspective university students. Therefore, it is crucial to monitor the impact of shifting
towards a graduate profile system on the quality of the curriculum from the perspective
of both the students and the knowledge providers (Chan, 2016).
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2.4.3 Australian Qualification Framework
The Australian Qualifications Framework (AQF) is the local system for
managing all qualifications in Australia’s offered by the educational and training
sectors. Upon its inception in 1995, the goal was to support the nation-wide system of
qualifications covering a wide spectrum of learning providers, including higher
education, vocational sector, schools and training centers.
Consistent with other frameworks, the AQF levels specify the increasing
complexity and rigor throughout the 10 levels of the system and suggests the level of
independency expected from graduates under each level. Using level descriptors as the
focal point, the stated learning outcomes are expressed in terms of three main strands:
knowledge, skills, and the application of knowledge and skills.
Keating (2003) identified the unique constitutional structure of Australia as one
of the key elements that shaped the qualification framework. The Commonwealth of
Australia consists of six states and two territories. Within a federation, legal authority
to issue certifications lies in those states and territories, leading to disjointed national
qualifications that, without a collective agreement of the states and territories, might
lack a nation-wide base for legislation.
Another characteristic of the AQF is that it does not attempt to play a main role
in accreditation or quality assurance, and therefore offering an example of a relatively
loose framework. Keating (2008) explained that the level of extent to utilize the AQF
as an educational reform tool is determined by the stakeholders, rather than
Qualification Authority itself, which has been both an advantage and a disadvantage.
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After the election of the Labor Government, one of the main challenges faced
was to create a new government body for the qualification framework. The reformed
Australian Qualifications Framework Council presented a stronger regulatory system
to oversee higher education, with the vocational sector planned to be added at a later
stage (Wheelahan, 2011). The goal was to formulate a more robust system for
qualification frameworks. Consequently, the AQF was reviewed in 2011 by the new
council to strengthen the structure and functions of the AQF (AQF, 2013).
However, several stakeholders fear that the modified AQF is more rigid that it
should be, and question if the same, if not better goals could be attained through a more
flexible system (Wheelhan, 2011). To this end, integrations of the AQF has been
inconsistent across programs and universities in Australia, with very few evidence or
actual impact on higher education. Engel (2016) concluded that most universities in
Australia merely fine-tuned their existing programs to align with the qualification
framework, without implementing meaningful modifications based on this adoption.
Implementation is still ongoing, with several initiatives and proposals to
support effective adoption being developed. For example, Fraser and Ryan (2013)
proposed a ‘Massive Open Online Course’ to both improve and evaluate the set of
skills required by the AQF. As a prototype, their study aimed to identify the skills that
experts would require to facilitate acquisition of skills and applications stipulated on
the AQF level 9 for master programs. The course utilizes skills experts to design,
deliver and model integration of skills in academic programs. Moreover, the course
covers assessment tools and rubrics to evaluate level of achievement of skill-based
learning outcomes at the master level. Such system, as suggested by the authors, could
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contribute to addressing some of the issues with AQF adoption, particularly graduate
employability skills.
2.4.4 National Qualification Framework of South Africa
After decades of political struggle, South Africa entered a new age of
democracy, and the first educational law was issued in 1995 to restate the nation’s will
to adopt an education and training system built around equality across the deeplyrooted discriminatory acts from the apartheid era (Lugg, 2009). Therefore, the political
aspect of the South African NQF was always dominant as it symbolized the nation’s
movement toward democracy. In terms of scope, the South African QF is quite
comprehensive as it aims to offer hope to every single South African, and contribute
to leading the nation’s economic growth. Allais (2007b) explained that for a nation so
desperate for positive change, yet challenged by scarcity of resources, the NQF was
perceived as a glimpse of hope to realize a better future for the nation.
Another key driver was to strengthen the role of learning outcomes as a
common language that shall guide all educational programs. However, the learning
programs were planned, designed, delivered, and evaluated by non-educational experts
against the nationally-created standardized set of learning outcomes. This was an
example of a framework strictly led by nationally-prescribed learning outcomes;
outcomes that have been designed separate from the educational and training sectors
(Allais, 2007a). Accordingly, knowledge was no longer considered an integral part of
curriculum design, and any institution would be able to create frameworks as long as
they serve achievement of the nationally-stated learning outcomes. This included all
levels of learning, from primary to doctorate level (Allais, 2007b).
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The outcome was an NQF that failed miserably in assuming its role and
achieving its goals that once felt like the nation’s path to prosperity. Shortly after its
introduction, several policy reviews have been conducted to identify corrective actions
and limit the losses (Allais, 2007a). In spite of all the attempts, the numbers remained
quite alarming. For example, in 2007, 12 years after legislation to create the NQF,
statistics showed that the vast majority of learning across different sectors in South
Africa was happening irrespective of the government-designed learning outcomes.
Moreover, most of the qualifications created and registered by the Qualification
Authority were never offered or used by learning providers. Out of 818 qualifications
created, only 81 were awarded to a total of 18,786 learners (Allais, 2007b). Another
issue that the author raised is what she called the ‘spiral of specifications’: in order to
allow non-educational stakeholders to comprehend the structure and scope of a
qualification, learning outcomes required specifications to further explain and detail
what they mean. However, those specifications turned out to be not so clear
themselves, and required further sub-specifications. Rather than clarifying, the
specifications created more confusion and ambiguity.
At the same time, the impact of curriculum was marginalized, and curricula
were perceived as technical tools to achieve the ultimate goals of provision of the
standardized learning outcomes, neglecting along the way the critical role of
educational experts and content knowledge experts in designing programs around high
quality and robust curricula (Allais, 2003). Keevy (2013) identified overprescriptiveness, a one-size-fits-all approach, over-specification, fragmentation and
heavy bureaucratization as some of the obvious pitfalls of the South African NQF.
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In her paper ‘Why the South African NQF Failed: lessons for countries wanting
to introduce national qualifications frameworks’, Allais (2007b) differentiated
between two main types of qualifications frameworks; frameworks of communication
and outcomes-led frameworks. The South African model was purely outcome-based,
with an ambition to overhaul and transform an educational system that is mainly
guided by the government with little involvement from educators. Knowledge is
marginalized and often undifferentiated, and outcomes are seen as the key driver. On
the other hand, communicative frameworks are based on incremental, modest steps in
cooperative and consultative manner. Educational institutions and curriculum form the
basis of a framework of communication. A good example would be the Scottish Credit
Qualification Framework. As stated earlier, in the Scottish QF model, learning
outcomes are still used, however, they are non-prescriptive and are created by
education experts.
2.5 National Qualifications Frameworks in the Arab World
Educational systems in the Arab world do not seem to have a full
implementation of NQFs yet, neither do they support their standards comprehensively
(Aldhaen et al., 2018). One of the earlier initiatives was adopted in 2004, when the
National Commission for Academic Accreditation and Assessment in Saudi Arabia
developed standards in 11 wide areas of activity and an NQF that offered unified
standards of learning outcomes for each level of qualification (Darandari et al., 2009).
The Saudi qualification framework was designed to strengthen graduate profiles,
including problem solving skill, and specify the expected duration for completion of
different programs. The learning outcomes are expressed in five strands: knowledge,
cognitive skills, interpersonal skills and responsibility, information technology and
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numerical skills, communication, and psychometric skills where applicable (NCAAA
Handbook, 2007).
Ten years after developing the Saudi Arabia NQF, Bahrain established its
National Qualifications Framework, with strong links and similarities to the Scottish
Credit Qualifications Framework. With an eye on enhancing the competencies of its
graduates (Albalooshi, 2013), higher education institutions aligned the learning
outcomes of their programs to the three main strands of the Bahraini QF: knowledge,
skills and competencies. According to the Global National Qualification Framework
Inventory (2013), other countries in the region that are involved in developing NQFs
include Egypt, Jordan, Lebanon, Morocco, Oman and Palestine.
2.6 NQF, Academic Practices and Stakeholder Feedback
The implications of change in a sector as rich, diverse, and complex as
educational should not be taken lightly. The uncertainty and ambiguity associated with
new educational initiatives create mixed reactions. While every initiative has its
advocates, there will be those who will express fear, doubt, indifference, and in some
cases, utter opposition. Moreover, the existing context will present some opportunities
as well as threats and challenges to successful implementation (Fernie & Pilcher,
2009). Young (2005) argued that the development and integration of a framework of
levels, descriptors, and standards is no minor change. In other words, if taken seriously,
NQFs - even in their loosest form, shall trigger changes at the institution. Such change
does not only affect managing new and existing qualifications, but also impacts the
academic practices at the operational level, i.e. in the classroom. In his study ‘Aligning
Teaching and Assessing to Course Objectives’, Biggs (2003) highlighted the concept
of ‘constructive alignment’. The ‘constructive’ aspect refers to the idea that students
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construct meaning through relevant learning activities. The ‘alignment’ aspect refers
to the role of teachers in creating learning opportunities that support attainment of the
pre-defined learning outcomes. The key is that the components in the teaching system,
especially the teaching methods used and the assessment tasks, are aligned to the
learning activities assumed in the intended outcomes.
In addition, research shows close ties between lifelong learning (one of the
globally common objectives of NQF) and teaching/learning and assessment practices.
For example, McKernan (2013) highlighted that the method of learning and lesson
delivery could play a crucial part in supporting students’ attainment of skills as lifelong
learning, rather than merely aiming at successfully meeting degree completion
requirements. Brown and Knight (2012) concluded that assessing life-long learning is
the ideal way to truly evaluate learners’ skills at the tertiary education level.
Lessons learnt from experiences of previous adopters indicate that successful
NQFs were associated with reforms in curriculum design in addition to teaching,
learning and assessment practices to reflect alignment with the learning outcomes of
the frameworks (Young, 2005). As stated by Greensted and Hommel (2014), intended
learning outcomes can only be achieved if the body of knowledge, skills, and
competencies is conveyed to and facilitated in the appropriate medium, which mainly
depends on teaching, learning, and assessment. Furthermore, Ulicna et al. (2011)
suggested that qualification frameworks play a vital role in bridging gaps between
program objectives and course learning outcomes, as they offer a tool that facilitates
integration of knowledge, skills and competencies in a progressive manner.
Perhaps one of the most direct connections between NQFs and academic
practices is that presented by Abu-Gharbieh et al. (2018). In their study ‘The Role of
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Qualification Frameworks in Assuring Appropriate Selection of Assessment Methods
for Quality Learning’, the authors proposed an integrated quality assurance model
comprised of six key steps: (1) learning outcomes linked program objectives, (2)
integration of employability skills, (3) appropriateness of NQF level, (4) verification
of assessment level, (5) appropriateness of teaching method, and (6) appropriateness
of resources for delivery. The model proposed further articulated the role of
qualification frameworks in defining appropriate assessment methods to measure the
level of attainment.
In light of these findings, obtaining insight and feedback from different
stakeholders appears to be key to the successful implementation of NQFs. Fernie and
Pilcher (2009) emphasized that research that captures faculty understanding of the
NQFs and impact of their adoption in their own practice and practices of others will
offer valuable data on the effectiveness of the framework. Such research would offer
a solid foundation for ideas to be shared and experiences to be disseminated in order
to maximize benefit and, when necessary, take preventive measures to avoid potential
obstacles.
In the context of the UAE, the NQA produced a background report and action
plan entitled ‘Reviewing the implementation and impact of QF Emirates’ in 2015. The
review report identified ‘understanding learning outcomes’ and ‘shifting to learning
outcomes approach’ as two of the significant issues that are impending the effective
implementation of the QF Emirates. In particular, desk research results and interviews
undertaken by the NQA revealed that there was some confusion across institutions
about what the alignment of program with learning outcomes entails or how to use
learning outcomes in the development of program units or modules. In addition, the
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initial data indicated that the extent to which learning outcomes are embedded in
curricula, the way learning outcomes were introduced, and the assessment practices
applied differ significantly across academic institutions in the UAE (NQA, 2015).
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Chapter 3: Methods
3.1 Introduction
As mentioned in Chapter 1, the purpose of this study is to explore faculty
perceptions of the implementation of the UAE’s qualifications framework. In
particular, the study seeks to obtain feedback from faculty members from the UAE
University and the Higher Colleges of Technology pertaining to the general purpose
and structure of the QF Emirates, the impact of implementing the QF Emirates on
academic practices, and the key institutional factors that could facilitate effective
implementation of the QF Emirates.
This chapter provides the details of the methods used to conduct the study. The
methodology includes a description of the research design, instrument, sample and
population, data collection, and data analysis. The research questions that guide this
study are:
1.

What are the faculty perceptions of the general aim/structure of the QF
Emirates?

2.

What are the faculty perceptions of the impact of QF Emirates
implementation on the academic practices of teaching, learning, and
assessment?

3.

Is there a statistically significant difference in faculty perceptions of the QF
Emirates based on institution, gender, ethnicity, location, title, qualification,
discipline, and years of experience?

4.

What are the faculty perceptions of some of the key institutional factors that
could facilitate effective implementation of the QF Emirates?
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3.2 Research Design and Procedures
The study applies a quantitative descriptive design. The purpose of using this
design is to capture a snapshot of the general characteristics of a wider sample of the
population and determine if the independent variable affected the dependent variable
by comparing two or more groups (Salkind, 2010). In the context of this study,
descriptive analysis was used to address the characteristics of faculty perceptions of
the QF Emirates implementation. In addition, inferential analysis was used to
determine statistically significant differences in faculty perceptions based on the
demographical variables of this study.
3.3 The Instrument
The instrument used in this study was developed by the researcher based on
literature review of relevant studies in addition to key documents published by the
UAE’s National Qualification Authority (NQA). The aim was to identify the key
characteristics and structures of NQFs, review the impact of NQFs on academic
institutions from different global experiences, and identify some of the key challenges
faced by national qualifications authorities, including those of the UAE’s NQA, during
the planning and implementation phases.
The survey begins with a brief description of the study followed by a consent
form as per the UAEU’s research ethics guidelines. The second section of the survey
is comprised of a screening question to ensure that only faculty members who have
been previously engaged in activities related to alignment of academic programs with
the QF Emirates complete the survey. Upon approval of the consent to participate and
affirmation of past experience with QF Emirates, the survey questions begin with 8
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items that gather demographic information (gender, nationality/ethnicity, location,
highest qualification, title, faculty/division, institution, and years of experience). This
is followed by the survey’s 27 questions which are grouped in three main sections. The
first part is designed to collect data about faculty perceptions of the general aim and
structure of the QF Emirates (9 questions). The second is related to perceptions of the
impact of applying the QF Emirates on teaching, learning and assessment (9
questions). The third and final part aims at identifying faculty perceptions of some of
the key institutional factors that could facilitate effective implementation of the QF
Emirates (9 questions).
All 27 items of the survey were measured using a five-point Likert scale to
assess responses in the three key domains of the instrument (1: Strongly Disagree to
5: Strongly Agree for the first two parts of the survey and 1: Not Important to 5: Very
Important for the third part of the survey). The survey is concluded with an optional
section for further comments by the participant.
3.3.1 Validity
To ensure that the QF Emirates survey is measuring what it intends to, content
validation was conducted for the survey. According to Borg and Gall (1983), content
validity is described as “the degree to which the sample of test items represents the
content that the test is designed to measure.” The most common and accepted approach
to determining content validity is expert judgment (Pamuk et al., 2013).
The first level of instrument review took place when the first version of the
survey was shared with the Research and Development Department at the UAE’s
National Qualifications Authority (NQA). This was to ensure that each item on the
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survey instrument measured the QF Emirates concepts intended. After addressing the
NQA’s suggestions and comments, the modified version of the survey was endorsed
by the NQA in May 2019. For a second level of review, the instrument was sent to the
UAE’s Division of Research and Graduate Studies Ethics and was approved by the
Division in November 2019. Finally the instrument was submitted to the HCT’s
Survey Review Committee and received its approval in November 2019.
3.3.2 Reliability
A pilot study was conducted on a group of 30 staff members from the UAEU
and HCT who are not part of the study sample group. A Cronbach Alpha was used to
establish reliability. Reliability is the degree of consistency within the instrument
where in similar conditions results would be comparable (Gall et al., 2007).
As seen in Table 3, each of the survey domains includes Cronbach Alpha
values. The Cronbach Alpha for QF Emirates general purpose and structure that
consisted of nine items is 0.93. The Cronbach Alpha for QF Emirates impact on
academic practices that consisted of nine items is 0.97. Finally the nine items of the
institutional factors that could facilitate effective implementation of the QF Emirates
has a Cronbach Alpha of 0.96. Following the recommendations of Nunnally’s (1978),
in which he described an acceptable reliability coefficient to be 0.70 or higher, the
survey items for this study could be considered reliable.
It is worth mentioning that initially the survey had 30 items. Three questions
were removed during the pilot phase (based on expert’s judgment and Cronbach Alpha
analysis) in order to achieve an increased level of validity and reliability for the
instrument.
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Table 3: Survey Reliability - Cronbach’s Alpha Values
Domain

Cronbach’s Alpha

Number of Items

General purpose and structure of QF Emirates

0.93

9 (Questions 1-9)

Impact of QF Emirates implementation on
academic practices

0.97

9 (Questions 10-18)

Key institutional factors affecting effective
implementation of QF Emirates

0.96

9 (Questions 19-27)

3.4 Sample and Population
This study was conducted in two of the UAE’s federal higher education
institutions, namely the United Arab Emirates University (UAEU) and the Higher
Colleges of Technology (HCT). Faculty from all campuses and colleges within the
UAEU and the HCT served as the population for this study.
Out of a total of 626 faculty members, 250 potential participants were
randomly selected for this study at the UAEU. The university Facts and Figures
webpage states that there are 127 faculty members in the College of Humanities and
Social Science, 99 faculty members in the College of Science, 36 faculty members in
the College of Education, 64 faculty members in the College of Business and
Economics, 51 faculty members in the College of Law, 32 faculty members in the
College of Food and Agriculture, 85 faculty members in the College of Engineering,
99 faculty members in the College of Medicine and Health Science, and 33 faculty
members in the College of Information Technology.
At the HCT, 300 potential participants out of a total of 786 faculty members
were randomly selected for this study. The HCT Fact Book 2019-2020 states that there
are 50 faculty member in the Applied Media Division, 201 faculty member in the
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Business Division, 154 faculty member in the Computer Information Science
Division, 41 faculty member in the Education Division, 279 faculty member in the
Engineering Technology and Science Division, 61 faculty member in the Health
Sciences Division.
In total, the number of potential participants from the two institutions was 550
(Table 4).
Table 4: Accessible Population
Institution

Number of Faculty Members

UAEU

250

HCT

300

Total

550

3.5 Data Collection
An electronic version of the survey was created using Google Forms; a survey
administration application that is included in the Google Drive suite. This online
survey contained parameters to allow only one survey to be taken per Internet Protocol
address. This step attempted to ensure that only one survey opportunity was taken per
participant.
In addition to the survey items, an electronic informational consent form was
presented at the forefront of the survey as per the UAEU’s research ethics guidelines.
Participants were given the option to accept or decline the invitation before accessing
the survey. An acceptance served as the acknowledgment of consent and
understanding that participation was confidential, anonymous, and completely
voluntary. Participants who accepted were directed to the online survey and
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participants who declined were sent directly to a “thank you” page and did not have
access to the survey. Similarly, participants who selected “no past knowledge or
experience related to QF Emirates” did not have access to the survey.
Upon receiving all the approvals, the survey was sent out to a randomly
selected sample of faculty members in coordination with the Institutional Research
Departments at both institutions. The instrument was made available to the participants
for a total of three weeks (November - December 2019). Two reminder emails were
sent to the potential participants during the course of the survey administration, after
which the data was entered into the analysis software SPSS for investigation and
output of results.
3.6 Data Analysis
The data analysis from the 35 survey questions (8 demographic items and 27
topic-specific questions) were analyzed using descriptive statistics and inferential
statistics to address the four research questions of this study. In particular, in analyzing
questions 1, 2, and 4, the data was analyzed using descriptive statistics, which included
the mean, median, and standard deviation for each item. The mean scores of the faculty
perceptions regarding questions 1, 2, and 4 were sorted according to the following
specific scale: very low (1-1.79), low (1.8-2.59), average (2.6-3.39), high (3.4-4.19),
and very high (4.2-5).
Research question 3 was addressed by investigating the relationship between
demographic variables (gender, nationality, location, title, discipline, institution, and
years of experience) and the perceptions of faculty in the areas of: (a) general purpose
and structure of the QF Emirates and (b) impact of QF Emirates implementation on
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teaching, learning and assessment practices. In doing so, independent sample t-test and
one-way ANOVA were used to examine differences between categorical variables
(e.g. gender) across criterion variables of QF Emirates survey scores, with a
significance level (ɑ) = 0.05.
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Chapter 4: Results
4.1 Introduction
This chapter reports the results of the survey data collected from faculty at two
federal higher education institutions in the UAE, namely the UAE University (UAEU)
and the Higher Colleges of Technology (HCT) as a means to capture faculty
perceptions of the implementation of the National Qualifications Framework (QF
Emirates). As mentioned previously, this research design consisted of an online survey
and was analyzed using the SPSS Version 25 software. The results were analyzed with
the intent of answering the following research questions:
1. What are the faculty perceptions of the general aim/structure of the QF
Emirates?
2. What are the faculty perceptions of the impact of QF Emirates on the academic
practices of teaching, learning and assessment?
3. Is there a statistically significant difference in faculty perceptions of the QF
Emirates based on institution, gender, ethnicity, qualification, discipline,
location, title, and years of experience?
4. What are the faculty perceptions of some of the key institutional factors that
could facilitate effective implementation of the QF Emirates?
4.2 Sample Demographics
The sample size for this study consisted of 180 faculty members from 550
emails sent in total. Three respondents did not sign the consent form and therefore they
were not granted access to the survey. Overall, the survey generated a response rate of
33%. Even though such response rate could form a potential limitation to the study, it
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should be noted that the specific nature of the study is quite selective in seeking input
from faculty members who have been engaged in previous activities pertaining to the
implementation of QF Emirates at their respective institutions. Therefore, it could be
possible that some faculty members refrained from responding to the survey due to
lack of knowledge/experience on the subject.
Moreover, such low response rate could be attributed to the fact that throughout
the year, higher education institutions are required to produce several sets of data,
reports and surveys for both internal and external stakeholders. Thus, timing and
distribution of this survey could be limited by the faculty availability in light of their
workloads in addition to other possible surveys administered during the same time of
this study.
As stated earlier, a screening question was added to the survey to affirm that
data

is

collected

from

participants

who

possess

the

required

set

of

knowledge/experience on the subject. Faculty members who claimed no past
experience with QF Emirates were directed to a “thank you” page and were not given
access to the survey questions. Out of the 177 participants who signed the consent form
of this survey, 59.8% (n= 106) reported that they have been engaged in activities
related

to

QF

Emirates

while

40.2%

(n=

71)

reported

no

previous

knowledge/experience on QF Emirates. In prepping the data for analysis, response
from one participant was omitted as the survey items were left unanswered. Therefore,
the results analyzed in this study were obtained from the input of 105 participants form
both institutions who confirmed being engaged in QF Emirates activities and opted to
complete the survey questions.
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The demographic information collected from participants included gender,
nationality, location, highest qualification, job title, discipline (faculty/division),
institution, and years of experience (Table 5).

Table 5: Summary of Data Analysis–Demographic Variables
Variable

Response

n

%

Gender

Male

71

67.6

Female

34

32.4

Emirati

10

9.5

Middle Eastern non-Emirati

23

21.9

South Asian

25

23.8

European

25

23.8

North American

15

14.3

Other

5

4.8

Abu Dhabi

31

29.5

Dubai

16

15.2

Sharjah

13

12.4

Fujairah

8

7.6

Ras Al Khaimah

4

3.8

Al Ain

29

27.6

Western Region

3

2.9

PhD

79

75.2

Master

26

24.8

Dean

2

1.9

Dept. Chair

10

9.5

Program Coordinator

13

12.4

Faculty Member

75

71.4

Other

5

4.8

Nationality

Location

Highest Qualification

Title
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Table 5: Summary of Data Analysis–Demographic Variables (Continued)
Variable

Response

n

%

Faculty/Division

Business

23

21.9

Engineering

18

17.1

Education

16

15.2

Medicine/Health Science

7

6.7

Computer/IT

8

7.6

Sciences

12

11.4

Humanities

3

2.9

Communication/Applied
Communication

8

7.6

Other

10

9.5

UAE University

24

22.9

HCT

78

74.3

0-2

17

16.2

3-5

27

25.7

6-10

25

23.8

More than 10

36

34.3

Institution

Years of Experience

4.3 Results of Question I: Aim and Structure of the QF Emirates
As previously mentioned, the first research question for this study pertains to
faculty perceptions of the general purpose and structure of the QF Emirates. All survey
questions are positively worded. The higher the score of the numerical value of each
Likert scale response the higher the self-perception of the faculty member.
Descriptive statistics of items related to research question 1 revealed that the
mean values ranged between 3.43 and 4.00, and the average median is 4. These results
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signify that the majority of the participants have a ‘high’ perception of the purpose and
structure of the QF Emirates (Table 6).

Table 6: Descriptive Statistics-QF Emirates Aim/Structure
Mean

Median

Mode

Std.
Deviation

Q1. The general purpose of the NQA is clearly
communicated

3.53

4

4

1.17

Q2. QF Emirates offers improved opportunities for
mobility between different educational and training
sectors

3.7

4

4

0.95

Q3. QF Emirates facilitates the inclusion of life-long
learning

3.86

4

4

0.97

Q4. QF Emirates facilitates alignment with frameworks
in other countries

3.68

4

3

0.87

4

4

4

0.78

Q6. The 5 strands of QF Emirates are clearly elaborated

3.81

4

4

0.93

Q7. The language used to describe the QF Emirates
Level Descriptors is clear.

3.76

4

4

0.91

Q8. The role of faculty members in adopting and
implementing the QF Emirates is clearly defined

3.43

3

3a

1.1

Q9. QF Emirates Handbook is a useful tool for QF
Emirates policies and procedures

3.7

4

4

0.85

Survey Item

Q5. The 10-levels of QF Emirates represents clear
hierarchy associated with each level

More specifically, 22.9% (n= 24) strongly agree and 34.3% (n= 36) agree that
the general purpose of the UAE’s National Qualification Authority is clearly
communicated to faculty members. Moreover, 26.7% (n= 28) strongly agree and
44.8% (n= 47) agree that the current structure of the QF Emirates facilitates the
inclusion of life-long learning. Similarly, 25.7% (n= 27) strongly agree and 52.4 (n=
55) agree that the 10-level system adopted by the QF Emirates represents clear
hierarchy of relative complexity associated with each level.
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Perhaps one of the few areas in this section where faculty are expressing a
relatively lower perception would be clarity in defining the role of faculty members in
implementing QF Emirates, where 13.3% (n= 14) disagreed and 5.7% (n= 6) strongly
disagreed with the statement of the question. Still, this percentage remains lower than
those who strongly agreed (18.1%, n= 19) and agreed (31.4%, n= 33) that the role of
faculty members pertaining to QF Emirates is clearly defined.
Data analysis for all survey items pertaining to research question 1 can be
found in Table 7.
The average percent scores for all questions pertaining to Research Question 1
can be found in Figure 1.
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Figure 1: Average Percent – QF Emirates Aim/Structure
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Table 7: Data Analysis – QF Emirates Aim/Structure

Disagree

Neither
agree
nor
disagree

Agree

Strongly
Agree

7

14

24

36

24

%

6.7

13.3

22.9

34.3

22.9

n

2

7

34

39

23

%

1.9

6.7

32.4

37.1

21.9

n

2

9

19

47

28

%

1.9

8.6

18.1

44.8

26.7

n

2

3

41

40

19

%

1.9

2.9

39

38.1

18.1

n

1

2

20

55

27

%

1

1.9

19

52.4

25.7

n

2

6

27

44

25

%

1.9

5.7

25.7

41.9

23.8

n

2

6

29

46

22

clear

%

1.9

5.7

27.6

43.8

21

The role of faculty members in

n

6

14

33

33

19

Emirates is clearly defined

%

5.7

13.3

31.4

31.4

18.1

QF Emirates Handbook is a useful

n

2

4

34

48

17

%

1.9

3.8

32.4

45.7

16.2

Strongly
disagree
n

Survey Item

The general purpose of the NQA is
clearly communicated
QF Emirates offers improved
opportunities for mobility between
different educational and training
sectors
QF Emirates facilitates the
inclusion of life-long learning

QF Emirates facilitates alignment
with frameworks in other countries
The 10-levels of QF Emirates
represents clear hierarchy
associated with each level
The 5 strands of QF Emirates are
clearly elaborated
The language used to describe the
QF Emirates Level Descriptors is

adopting and implementing the QF

tool for QF Emirates policies and
procedures
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4.4 Results of Question II: QF Emirates and Academic Practices
As previously mentioned, the second research question for this study pertains
to faculty perceptions of the impact of implementing the QF Emirates on teaching,
learning and assessment practices. The survey assessed faculty input on this question
in its second (questions 10-18) using a five-point Likert scale that ranges from 1=
strongly disagree, 2= disagree, 3= neither agree nor disagree, 4= agree, and 5= strongly
agree.
These descriptive statistics of items related to research question 2 indicated that
the mean values ranged from 3.50 to 3.92 and the median is 4 for all question items.
These results signify that the majority of the participants have a ‘high’ perception of
the impact of implementing QF Emirates on teaching, learning and assessment
practices (Table 8).
More specifically, 15.2% (n= 16) strongly agree and 41.9% (n= 44) agree that
there are sufficient systems and mechanisms to guide smooth diffusion of QF Emirates
into the academic practices (teaching, learning and assessment). Moreover, 29.5% (n=
31) strongly agree and 41.9% (n= 44) agree that the alignment of programs to the
appropriate QF Emirates level leads to improvement in quality of learning outcomes.
Most faculty also agreed that the introduction of the 5 main strands of the QF Emirates,
namely knowledge, skills, role in context, self-development and autonomy and
responsibility enhance the teaching, learning and assessment practices at the
institutional level.
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Table 8: Descriptive Statistics-Impact of QF Emirates on Academic Practices
Mean

Median

Mode

Std.
Deviation

Q10. There are sufficient systems to guide diffusion of
QF Emirates into the academic practices

3.50

4.00

4

1.04

Q11. The alignment of programs to the QF Emirates
improves the quality of learning outcomes

3.90

4.00

4

0.99

Q12. Alignment of learning outcomes to the QF
Emirates ‘knowledge strand’ improves learning/teaching

3.81

4.00

4

1.00

Q13. Alignment of learning outcomes to the QF
Emirates ‘knowledge strand’ improves assessment

3.77

4.00

4

0.93

Q14. Alignment of learning outcomes to the QF
Emirates ‘skills strand’ improves learning/teaching

3.76

4.00

4

0.96

Q15. Alignment of learning outcomes to the QF
Emirates ‘skills strand’ improves assessment

3.74

4.00

4

0.99

Survey Item

Q16. Alignment of learning outcomes to the QF
Emirates ‘competencies strand’ improves
learning/teaching

3.73

4.00

4

1.01

Q17. Alignment of learning outcomes to the QF
Emirates ‘competencies strand’ improves assessment

3.70

4.00

4

0.97

Q18. Overall, alignment of programs to QF Emirates
improves the quality of programs

3.92

4.00

4

0.97

Last but not least, 29.5 (n= 31) strongly agree and 44.8% (n= 47) agree that the
alignment of qualifications (programs) to the appropriate QF Emirates level improves
the quality of academic programs (Table 9).
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Table 9: Data Analysis – Impact of QF Emirates on Academic Practices

Disagree

Neither
agree
nor
disagree

Agree

Strongly
Agree

5

13

27

44

16

%

4.8

12.4

25.7

41.9

15.2

n

4

4

22

44

31

%

3.8

3.8

21

41.9

29.5

n

5

3

25

45

26

%

4.8

2.9

23.8

42.9

24.8

n

4

4

24

53

20

%

3.8

3.8

22.9

50.5

19

n

4

5

25

49

22

%

3.8

4.8

23.8

46.7

21

n

4

7

23

49

22

%

3.8

6.7

21.9

46.7

21

n

6

3

26

48

22

%

5.7

2.9

24.8

45.7

21

n

4

6

28

47

20

%

3.8

5.7

26.7

44.8

19

n

3

6

18

47

31

%

2.9

5.7

17.1

44.8

29.5

Strongly
disagree
n

Survey Item

There are sufficient systems to guide
diffusion of QF Emirates into the
academic practices
The alignment of programs to the QF
Emirates improves the quality of
learning outcomes
Alignment of learning outcomes to the
QF Emirates ‘knowledge strand’
improves learning/teaching
Alignment of learning outcomes to the
QF Emirates ‘knowledge strand’
improves assessment
Alignment of learning outcomes to the
QF Emirates ‘skills strand’ improves
learning/teaching
Alignment of learning outcomes to the
QF Emirates ‘skills strand’ improves
assessment
Alignment of learning outcomes to the
QF Emirates ‘competencies strand’
improves learning/teaching
Alignment of learning outcomes to the
QF Emirates ‘competencies strand’
improves assessment
Overall, alignment of programs to QF
Emirates improves the quality of
programs

The average percent scores for all questions pertaining to Research Question 2
can be found in Figure 2.
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Figure 2: Average Percent – Impact of QF Emirates on Academic Practices

4.5 Results of Question III: Faculty Perceptions and Demographical Variables
As stated earlier, the third research question for this study reads ‘Is there a
difference in faculty perceptions of the QF Emirates general purpose/structure and
impact on academic practices based on gender, title, nationality, qualification,
discipline, institution, location, and years of experience?’. The purpose of this question
is to explore the possible role of demographics as potential independent variables that
provide valuable information to the discourse of QF Emirates and its implementation
in higher education institutions.
Independent sample t-test and one-way analysis of variance (ANOVA) were
conducted for each independent variable. Independent variables were identified as
significant at the p < 0.05 level. Lavene’s Test of Equality of Error Variances was
conducted to test the null hypothesis that the variance of the dependent variable is
equal across groups.
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4.5.1 Gender
Independent sample t test revealed no significant differences in the faculty
perceptions of the QF Emirates general purpose/structure between males (M= 3.60,
SD= 0.86) and females (M= 3.76, SD= 0.65); t(84.11)= -1.004, p= 0.30.
Regarding the faculty perception pertaining to the impact of QF Emirates
implementation in academic practices, there was no significant difference between
males (3.71, SD= 0.95) and females (3.88, SD= 0.84); t(73.1)= -0.89, p= 0.38.
4.5.2 Title
One way ANOVA test revealed no significant differences in the faculty
perceptions of the QF Emirates general purpose/structure at the p < 0.05 level for the
title; F(4,100)= 0.41, p= 0.80.
Regarding the faculty perception pertaining to the impact of QF Emirates
implementation in academic practices, there was no significant difference at the p <
0.05 level for the title; F(4,100)= 0.47, p= 0.76.
4.5.3 Nationality/Ethnicity
One way ANOVA test revealed no significant differences in the faculty
perceptions of the QF Emirates general purpose/structure at the p < 0.05 level for the
nationality; F(5,97)= 0.15, p= 0.98.
Regarding the faculty perception pertaining to the impact of QF Emirates
implementation in academic practices, there was no significant difference at the p <
0.05 level for the nationality; F(5,97)= 1.33, p= 0.56.
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4.5.4 Highest Qualification
Independent sample t test revealed no significant differences in the faculty
perceptions of the QF Emirates general purpose/structure between PhD holders (M=
3.66, SD= 0.85) and Master holders (M= 3.65, SD= 0.69); t(103)= 0.24, p = 0.98.
Regarding the faculty perception pertaining to the impact of QF Emirates
implementation in academic practices, there was no significant difference between
PhD holders (3.79, SD= 0.95) and females (3.69, SD= 0.84); t(84.0)= 0.54, p= 0.59.
4.5.5 Discipline (College/Division)
One way ANOVA test revealed there is a significant differences in the faculty
perceptions of the QF Emirates general purpose/structure at the p < 0.05 level for the
college/division; F(1,100)= 12.06, p= 0.001. In particular, multiple comparisons
showed that faculty perceptions of the role of QF Emirates in facilitating alignment
with frameworks in other countries is significantly higher in Computer/IT Faculty (M=
4.38, SD= 0.518) compared to Science Faculty (M= 3.00, SD= 1.04).
Regarding the faculty perception pertaining to the impact of QF Emirates
implementation in academic practices across different disciplines, Levene’s test of
homogeneity of variances revealed that the variances are not equal; F(1,100)= 5.33,
p= 0.016. Since the null hypothesis of equal variances was rejected, one way ANOVA
could not be applied.
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4.5.6 Institution
Independent sample t test revealed that there is a significant differences in the
faculty perceptions of the QF Emirates general purpose/structure between the UAEU
(M= 3.17, SD= 0.92) and the HCT (M= 3.79, SD= 0.73); t(100)= -3.47, p= 0.001.
In particular, multiple comparisons showed that faculty perceptions of the
clarity of the general purpose of the National Qualification Authority is significantly
higher in HCT (M= 3.71, SD= 1.070) compared to the UAEU (M= 2.96, SD= 1.398).
Similarly, faculty perceptions of the role of QF Emirates in facilitating the inclusion
of life-long learning is significantly higher in the HCT (M= 4.08, SD= 0.734)
compared to the UAEU (M= 3.08, SD= 1.283). Faculty perception of the clarity of the
5 strands of the QF Emirates is also significantly higher in the HCT (M= 3.95, SD=
0.820) compared to the UAEU (M= 3.26, SD= 1.137). Additionally, faculty
perceptions of the clarity of the role of faculty members in adopting and implementing
the QF Emirates is significantly higher in the HCT (M= 3.62, SD= 0.996) compared
to the UAEU (M= 2.71, SD= 1.197).
Regarding the faculty perception pertaining to the impact of QF Emirates
implementation in academic practices, there was a significant difference between the
UAEU (3.25, SD= 1.15) and the HCT (3.91, SD= 0.79); t(30.0)= -2.62, p= 0.014.
In particular, faculty perceptions of the systems to guide diffusion of QF
Emirates into the academic practices is significantly higher in the HCT (M= 3.96, SD=
0.857) compared to the UAEU (M= 2.75, SD= 1.260). Similarly, faculty perceptions
of the impact of alignment of programs to QF Emirates in improving the quality of
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programs is significantly higher in the HCT (M= 4.05, SD= 0.851) compared to the
UAEU (M= 3.42, SD= 1.213).
4.5.7 Location
One way ANOVA test revealed there is a significant differences in the faculty
perceptions of the QF Emirates general purpose/structure at the p < 0.05 level for the
location; F(6,97)= 2.39, p= 0.03. In particular, multiple comparisons showed that
faculty perceptions of the role of QF Emirates in offering improved opportunities for
mobility between different educational and training sectors is significantly lower in Al
Ain (M= 3.07, SD= 1.100) compared to both Abu Dhabi (M= 4.03, SD= 0.706) and
Sharjah (M= 4.08, SD= 0.760).
Regarding the faculty perception pertaining to the impact of QF Emirates
implementation in academic practices among the different locations, Levene’s test of
homogeneity of variances revealed that the variances are not equal; F(6,97)= 2.35, p=
0.037. Since the null hypothesis of equal variances was rejected one way ANOVA
could not be applied.
4.5.8 Years of Experience
One way ANOVA test revealed there is no significant differences in the faculty
perceptions of the QF Emirates general purpose/structure at the p < 0.05 level for the
years of experience; F(3,101)= 1.02, p= 0.38.
Regarding the faculty perception pertaining to the impact of QF Emirates
implementation in academic practices among the different disciplines, there is no
significant difference at the p < 0.05 level for the years of experience; F(3,101)= 1.29,
p= 0.28.
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4.6 Results of Question IV: Factors to Facilitate QF Emirates Implementation
As previously mentioned, the fourth research question for this study pertains
to faculty perceptions of some of the key institutional factors that could facilitate
effective implementation of the QF Emirates. The survey assessed faculty input on this
question in its third part (questions 19-27) using a five-point Likert scale that ranges
from 1= not important, 2= slightly important, 3= moderately important, 4= important,
and 5= very important. The survey items used in this section were developed based on
literature review on the subject in addition to key publications and guidelines
developed by the National Qualification Framework in the past few years.
The descriptive statistics of items related to research question 4 indicate that
the mean values ranged between 3.98 and 4.23 and the median was 4 for all survey
items of this section. These results signify that the majority of the participants have a
‘high’ to ‘very high’ perception regarding the importance of the institutional factors
provided (Table 10).
The factor gaining the highest levels of importance (with 4: important and 5:
very important values combined) is ‘leadership support to facilitate effective
implementation of QF Emirates’, where 45.2% (n= 47) and find it very important and
37.5% (n= 39) find it important. This is followed by ‘cooperation and coordination
among Higher Education Institutions to share experiences and best practices’, where
35% (n= 36) find it very important and 43.7 (n= 45) find it important. Another highly
ranked factor is ‘Continuous dialogue among key stakeholders (National Qualification
Authority, Higher Education Institutions, training providers, industrial partners). This
factor generated 44.2% (n= 46) and 32.7% (n= 34) responses as very important and
important, respectively.
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Table 10: Descriptive Statistics – Key Factors to Facilitate Implementation of QF
Emirates
Mean

Median

Mode

Std.
Deviation

Q19. Leadership support to facilitate effective
implementation

4.23

4.00

5

0.89

Q20. Hands-on guidance on implementing

4.13

4.00

5

0.92

Q21. Uniformity in interpretation of level descriptors

4.05

4.00

4

0.91

Q22. Consistency in learning outcome development

4.04

4.00

5

0.96

Q23. Clarity in role & responsibility of HEIs

4.02

4.00

5

0.99

Q24. Continuous dialogue among key stakeholders

4.15

4.00

5

0.93

Q25. Cooperation and coordination among HEIs

4.08

4.00

4

0.88

Q26. Involvement of faculty in governance and policydevelopment

4.16

4.00

5

0.95

Q27. Provision of technological and other resources

3.98

4.00

5

1.06

Survey Item

Involvement of faculty members in academic governance and policydevelopment was ranked very important by 45.5% (n= 47) and important by 31.7%
(n= 33) of the participants. A look at scores separately on a Likert scale (without
dichotomization of results) reveals that this factor along with ‘leadership support to
facilitate effective implementation of QF Emirates’ scored the highest percentages
under category 5 ‘very important’ (Table 11).
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Table 11: Frequency Percent – Key Factors to Facilitate Implementation of QF
Emirates
Strongly
disagree

Disagree

Neither
agree
nor
disagree

Agree

Strongly
Agree

n

2

2

14

39

48

%

1.9

1.9

13.3

37.1

45.7

n

1

4

20

35

45

%

1

3.8

19

33.3

42.9

n

0

8

17

42

38

%

0

7.6

16.2

40

36.2

n

1

6

22

35

41

%

1

5.7

21

33.3

39

n

1

9

17

38

40

%

1

8.6

16.2

36.2

38.1

n

1

5

18

34

47

%

1

4.8

17.1

32.4

44.8

n

1

5

16

45

37

%

1

4.8

15.2

42.9

35.2

n

2

3

19

33

48

%

1.9

2.9

18.1

31.4

45.7

n

2

11

15

36

41

%

1.9

10.5

14.3

34.3

39

Survey Item

Leadership support to facilitate
effective implementation

Hands-on guidance on implementing

Uniformity in interpretation of level
descriptors

Consistency in learning outcome
development

Clarity in role & responsibility of
HEIs

Continuous dialogue among key
stakeholders

Cooperation and coordination among
HEIs

Involvement of faculty in governance
and policy-development

Provision of technological and other
resources

4.7 Summary of Results
In summary, this chapter presented the results of the QF Emirates survey in
two federal higher education institutions in the UAE, namely the UAE University and
the Higher Colleges of Technology (HCT). Out of the 180 respondents to the survey
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of this study, 105 participants reported previous knowledge/experience with QF
Emirates and therefore completed the self-reporting survey. The descriptive statistics
showed that the majority of these participants have high perceptions regarding the
general purpose/structure of the QF Emirates and the impact of implementing the QF
Emirates on academic practices.
In addition, three significant results were found in academic college, institution
and location. These finding were further analyzed to show that there was a significant
difference in the faculty’s perceptions of both the general purpose/structure of the QF
Emirates and the impact of implementation of the QF Emirates on teaching, learning
and assessment practices.
Finally, the chapter concluded with describing the faculty perceptions
pertaining to nine institutional factors that could facilitate effective implementation of
the QF Emirates.
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Chapter 5: Discussion and Recommendations
5.1 Introduction
This chapter further discusses the results of this study and offers
recommendations and implications for future research. In achieving the purpose of this
study, the following four research questions were formulated:
1. What are the faculty perceptions of the general aim/structure of the QF
Emirates?
2. What are the faculty perceptions of the impact of QF Emirates implementation
in academic practices?
3. Is there a statistically significant difference in faculty perceptions of QF
Emirates based on gender, title, discipline, location, institution, and years of
experience?
4. What are the faculty perceptions of some of the key institutional factors that
could facilitate effective implementation of the QF Emirates?
As stated earlier, the survey was randomly shared with 550 potential
participants from both institutions, out of which 180 faculty members responded (33%
response rate). Although relatively low, such response rate could be attributed to the
specific nature of the study, where only faculty members who are interested in the
topic may have opted to participate. In fact, a total of 17 faculty members replied to
the reminder emails sent to express their wish not to participate in the study due to the
lack of information on the topic. Furthermore, the screening question included at the
beginning of the survey revealed that out the 180 respondents, 71 participants (40.2%)
reported “no previous knowledge or experience on QF Emirates”, while 106 (105 after
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eliminating one survey due to missing data) reported “previous knowledge or
experience on QF Emirates” and therefore completed the remaining parts of the
survey. Other factors that associated with such response rate could be the lack of
availability/time to participate due to the faculty schedules in addition to the
distribution of the survey in conjunction with other surveys administered close to or
during the same time. This seems to reiterate Patten’s (2011) views that response rates
to surveys are often low and only provide a snapshot of information.
A look those numbers could warrant a need to incorporate a systematic,
institution-wide approach to engage more faculty members in the implementation of
the QF Emirates. During the pilot phase of the study, the same concern was raised by
several Deans, Program Chairs, Faculty members and institutional research managers
at both institutions. A common practice is that ‘all things QF Emirates’ are dealt with
by a few individuals per program or college. According to Fernie and Pilcher (2009),
institutions that fail to integrate the qualifications framework within all aspects of the
education run the risk of creating tension between faculty and the qualifications
framework. This could pose a real threat to the process of integrating the QF Emirates
in academic practices. Several workshops and training sessions by the NQA in the past
few years considered the “use of QF Emirates as merely a paper exercise to comply
with accreditation requirements” as one of the biggest challenges facing effective
implementation of this initiative. According to the QF Emirates Handbook (NQA,
2012), the educational system in the UAE is on the verge of entering the ‘advanced
operational’ phase of the QF Emirates (Figure 3). Thus, the operationalization of the
QF Emirates at the institutional level would be essential in developing a common
understanding of the framework and what it entails.
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Figure 3: Timeframe for QF Emirates Implementation

As stated earlier, the demographic information collected from participants
included gender, nationality, location (Emirate/city), highest qualification, job title,
discipline (faculty/division), institution, and years of experience.
Gender-wise, respondents to this study comprised of 67.6% males and 32.4%
females. Such percentages could offer an adequate representation of the study
population, where the percentage of male faculty at the two institutions ranges between
60-80%.
In terms of ethnicity, the highest percentage of participants are from South Asia
(23.8%) and Europe (23.8%), followed by the Middle East-non-Emirati (21.9%),
North America (14.3%), Emiratis (9.5%), among other nationalities (4.8%). Such
variety in ethnicity of participants seems to reflect the highly diverse faculty
community at both institutions.
The descriptive analysis of the respondents based on qualification revealed that
75.2% were holders of a PhD while 24.8% were Master degree holders. It came as no
surprise that 80% (n= 22) of Master Degree holders who participated in this study were
from the Higher Colleges of Technology. As an applied education institution, HCT
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strategically aims to recruit faculty with extensive industry experience, as opposed to
research-based academic institutions that focus on hiring faculty with terminal
degrees.
The Faculty of Business formed the biggest percentage of participants (21.9%,
n= 23) followed by Engineering (17.1%, n= 18), Education (15.2%, n= 16), Sciences
(11.4%, n= 12), Computer/IT (67.6%, n= 8), Medicine/Health Sciences (6.7%, n= 7),
Communication (7.6%, n= 8), Humanities (2.9%, n= 3) among others. To some extent,
these data seem to be proportionate to the study population. For instance, the College
of Business and the College of Engineering at HCT have the highest numbers of
faculty members (215 and 265, respectively). However, colleges like Information
Technology, Humanities, Science and Law had a lower representation in this study.
Analysis of the 105 participants who reported previous experience with QF
Emirates revealed that the number of respondents from the Higher Colleges of
Technology (n= 78) was much higher compared to that from the UAE (n= 24). That
said, both institutions generated a fairly low response rate. As stated earlier, this could
be attributed to the specific nature of the study and also to the lack of availability to
complete the survey with other surveys administered during or close to the time of
conducting this study. Such low response rate from both institutions is considered one
of the key limitations to this study. It is hard to consider the outcomes of this study
generalizable as faculty who responded to this survey could have different perceptions
than those who opted not to. This implies a need for formulating a system-wide study
that captures input from all faculty at a larger scale in order to create a more realistic
profile of faculty perceptions of QF Emirates.
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The next section of this chapter discusses the survey outcomes based on the
four research questions formulated in this study.
5.2 Discussion of Question I
As previously mentioned, the first research question for this study pertains to
faculty perceptions of the general purpose and structure of the QF Emirates. The
survey assessed faculty input on this question in the first part of the survey (questions
1-9) using a five-point Likert scale that ranges from 1= strongly disagree, 2= disagree,
3= neither agree nor disagree, 4= agree, and 5= strongly agree.
These descriptive statistics of items related to research question 1 indicated that
the mean values ranged between 3.43 and 4.00. These results signify that the majority
of the participants have a ‘high’ perception of the purpose and structure of the QF
Emirates. These results seem to resonate with the findings of Abu-Gharbieh et al.
(2018), who concluded that application of QF Emirates increased consistency,
transparency, portability and progression for individual qualifications awarded by
Dubai Pharmacy College and offered a systematic mechanism for developing and
delivering the curriculum.
Out of the 9 survey questions, the item generating the highest mean was the
clarity of the 10-levels of the QF Emirates as a representation of hierarchy associated
with each level. This was followed by faculty perceptions of the role of QF Emirates
in facilitating the inclusion of life-long learning (M= 3.86). Clarity of the 5 strands of
the QF Emirates also produced a relatively high mean of 3.81, followed by clarity of
the language used to describe the QF Emirates level descriptors (M= 3.76). Such
results could be considered highly encouraging and indicate that faculty members who
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participated in this study have a sound understanding of some of the key terminology
and components of the QF Emirates.
On the other hand, items producing the lowest mean average were clarity in the
role of faculty members in adopting and implementing the QF Emirates (M= 3.43) in
addition to clarity in communicating the general purpose of the National Qualifications
Framework to faculty members through training, workshops, round-table discussions,
etc. (M= 3.53). Although still relatively high, there seems to be room for improvement.
Academic practitioners are argued to be instrumental in the qualification framework
application, fundamental to its diffusion, and the beneficiaries of its use (SQCF, 2009).
Therefore, it is crucial that faculty members develop a clear understanding of the
purpose of the QF Emirates induction and realize their role in the operationalization of
the process. Perhaps an appropriate starting point could be to conduct more awareness
campaigns through training, workshops, round table discussions and other channels of
communications to further elaborate on the general mandate of the national
qualifications framework. In particular, it would be crucial to highlight the
achievements of the QF Emirates and the National Qualifications Authority in the
UAE so far in light of the intended goals. Another possible measure could be to
develop supplementary guidelines to offer more clarity and support in terms of the
exact expectation associated with the faculty members’ role in achieving effective
implementation of the QF Emirates.
All items for section one are presented in Table 12 below ranked from highest
to lowest mean value.
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Table 12: Faculty Perceptions of QF Emirates Purpose/Structure Ranked by Mean
Scores
Survey Item

Mean

Std. Deviation

4

0.78

Q3. QF Emirates facilitates the inclusion of life-long learning

3.86

0.97

Q6. The 5 strands of QF Emirates are clearly elaborated

3.81

0.93

Q7. The language used to describe the QF Emirates Level Descriptors

3.76

0.91

3.7

0.95

3.7

0.85

3.68

0.87

Q1. The general purpose of the NQA is clearly communicated

3.53

1.17

Q8. The role of faculty members in adopting and implementing the QF

3.43

1.10

Q5. The 10-levels of QF Emirates represents clear hierarchy associated
with each level

is clear.
Q2. QF Emirates offers improved opportunities for mobility between
different educational and training sectors
Q9. QF Emirates Handbook is a useful tool for QF Emirates policies
and procedures
Q4. QF Emirates facilitates alignment with frameworks in other
countries

Emirates is clearly defined

5.3 Discussion of Question II
As previously mentioned, the second research question for this study pertains
to faculty perceptions of the impact of QF Emirates implementation in the academic
practices of teaching, learning and assessment. The survey assessed faculty input on
this question in the second part of the survey (questions 10-18) using a five-point
Likert scale that ranges from 1= strongly disagree, 2= disagree, 3= neither agree nor
disagree, 4= agree, and 5= strongly agree.
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Descriptive statistics of items related to research question 2 reveal that the
mean values range between 3.5 and 3.92. In line with the results from section 1, these
results also signify that the majority of the participants have a ‘high’ perception of the
impact of QF Emirates implementation on teaching, learning and assessment practices.
These findings agree with those of Biggs (2003), who emphasized that qualifications
frameworks shall have an impact upon constructively aligning teaching activities,
learning and assessment.
Out of 9 survey questions, the item generating the highest mean is the impact
of alignment with QF Emirates on improving the overall quality of the programs. The
role of alignment with QF Emirates in improving the quality of learning outcomes also
produced a relatively high mean of 3.9. Most participants seem to agree that that using
the QF Emirates 5 strands leads to improvements in teaching, learning and assessment
processes, with a mean values ranging from 3.7 to 3.81 for the associated survey items.
These outcomes are quite encouraging, as lessons from global experiences indicate
that the qualifications frameworks which have had fewest implementation problems
have modified the curriculum, teaching and learning and have taken into account the
requirements of teaching programs in the specification of their outcomes, criteria and
assessment requirements (Young, 2005).
On the other hand, the item producing the lowest mean average in this section
is the sufficiency of systems and mechanisms to guide smooth diffusion of QF
Emirates into the academic practices of teaching, learning and assessment (M= 3.5).
This could warrant a need to offer more support to faculty members on how to
contextualize the QF Emirates principles. As stated in the Guide to Writing Learning
Outcomes at Program and Course Level that Align with QF Emirates (CAA, 2019),
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changes to current learning outcomes are likely to be required as well as a review of
underlying teaching, learning and assessment practice. It is understood that Higher
Education Institutions are responsible for ensuring the quality of their academic
practices as per the standards of the Commission for Academic Accreditation (CAA).
However, academic institutions could require further support to help enhance teaching
and learning practices in a way that enables students to develop the knowledge, skills
and competencies intended. Such support could take the form of faculty professional
development programs where examples of good practice can be shared and issues
facing faculty can be discussed. The National Qualification Authority has been
conducting several training sessions and workshops across higher education
institutions throughout the past years. However, perhaps a more sustainable, facultycentered development program that allocates sufficient time to reflect on current
practices could be beneficial. Drowley and Marshall (2013) pointed out that
experiences across the world indicate that a key success factor of NQFs is adoption of
outcomes-based curriculum design, teaching and learning strategies and assessment
practices. Therefore, professional development programs could present a platform for
faculty members to benefit from expert advice on how to integrate the five strands of
the NQA in specific functions like pedagogical methods, program development, and
curriculum design. Perhaps more critically, these programs could offer further
guidance on how to effectively assess student performance in the knowledge, skills
and competencies areas of an academic program.
Another form of support could be to create online professional learning
communities (PLC) for faculty to foster collaborative learning among colleagues from
different higher education institutions. To a great extent, there is an agreement on the
main components of an effective PLC: shared vision, collaboration, inquiry,
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commitment to continuous improvement, and the appropriate physical and
psychological support systems (Kruse et al., 1994). Such communities could be
moderated by an NQA specialist to provide further support while faculty engage in
working groups of practice-based professional learning.
All items for section two are presented in Table 13 below ranked from highest
to lowest mean values.

Table 13: Faculty Perceptions of Impact of QF Emirates on Academic Practices
Ranked by Mean Scores
Survey Item
Q18. Overall, alignment of programs to QF Emirates improves the

Mean

Std. Deviation

3.92

0.97

3.9

0.99

3.81

1.00

3.77

0.93

3.76

0.96

3.74

0.99

3.73

1.01

3.7

0.97

3.5

1.04

quality of programs
Q11. The alignment of programs to the QF Emirates improves the
quality of learning outcomes
Q12. Alignment of learning outcomes to the QF Emirates
‘knowledge strand’ improves learning/teaching
Q13. Alignment of learning outcomes to the QF Emirates
‘knowledge strand’ improves assessment
Q14. Alignment of learning outcomes to the QF Emirates ‘skills
strand’ improves learning/teaching
Q15. Alignment of learning outcomes to the QF Emirates ‘skills
strand’ improves assessment
Q16. Alignment of learning outcomes to the QF Emirates
‘competencies strand’ improves learning/teaching
Q17. Alignment of learning outcomes to the QF Emirates
‘competencies strand’ improves assessment
Q10. There are sufficient systems to guide diffusion of QF Emirates
into the academic practices
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5.4 Discussion of Question III
The third question for this study examines whether there are statistically
significant differences in faculty perceptions of the general aim/structure of the QF
Emirates and the impact of QF Emirates implementation in academic practices based
on gender, nationality, institution, location, title, qualification, discipline, and years of
experience.
A look at the inferential analysis reveals that the demographic factor with the
most significant difference is institution. This outcome seems to agree with the
findings of Gallacher et al. (2005), who noted that knowledge and understanding of
the qualifications frameworks across interest groups have been found to be uneven. In
particular, faculty members of the HCT have a higher regard of the QF Emirates
general aim/structure compared to their counterparts from the UAEU. This difference
is demonstrated through questions related the general purpose of the NQA, role of QF
Emirates in facilitating life-long learning, clarity of the 5 strands of the QF Emirates
and clarity in the role of faculty members in QF Emirates implementation. Regarding
faculty perception pertaining to the impact of QF Emirates implementation in
academic practices, the same pattern is repeated as faculty of the HCT reported a
significantly higher perception in areas like the availability of systems to guide
diffusion of QF Emirates into the academic practices and the impact of alignment of
programs to QF Emirates on improving the quality of programs.
One possible cause for this outcome could be the clear distinction between the
two institutions in terms of mission, goals and values. While the UAEU – a flagship
provider of higher education with a renowned reputation locally and globally- offers a
set of comprehensive graduate and undergraduate programs and places great emphasis

71
on research and scholarly activities (currently ranked #5 in the Arab World and #329
worldwide), the HCT is an applied higher education institution that mainly offers
programs at the diploma level to equip graduates with professional skills and practical
training required for the UAE market. In line with its applied nature, the HCT also
offers a Technical Studies Program; a one-year vocational/training program designed
for students who are pursuing entry-level technical roles. In fact, HCT has recently
applied to become a Registered Training Provider to deliver NQA endorsed
qualifications. Therefore, it could be assumed that the somewhat applied/vocational
context of the HCT could have facilitated a smoother inception of the QF Emirates
compared to the UAEU. As stated earlier, qualifications frameworks worldwide have
been leaving a greater impact on the vocational sector compared to academic
institutions. That said, it should be noted that according Marchington and Grugulis
(1998) there are hardly any number of factors to explain why one stakeholder may
resist a qualifications framework while another would embrace it.
The gap in perception between the two institutions could warrant a need to
instill a common understanding and appreciation of the QF Emirates role and functions
across higher education providers in the country. Establishment of such common
understanding could pave the way for creating channels for faculty members to share
ideas, exchange experiences, and address challenges in a community of practice in
order to enhance and streamline practices. Overall, it would be imperative to challenge
the assumption that a qualification framework is similarly interpreted by stakeholders
and interest groups (Fernie & Pilcher, 2009).
Other factors that revealed significant changes among groups are discipline and
location. In particular, faculty perceptions of the role of QF Emirates in facilitating
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alignment with frameworks in other countries is significantly higher in Computer/IT
Faculty compared to Science Faculty. It should be noted that the Higher Colleges of
Technology does not have a College of Science. Thus, this outcome could be a
reflection of the generally lower perception of the UAEU faculty compared to the HCT
faculty. Perhaps similarly, faculty perceptions of the role of QF Emirates in offering
improved opportunities for mobility between different educational and training sectors
is significantly lower in Al Ain (M= 3.07, SD= 1.100) compared to both Abu Dhabi
(M= 4.03, SD= 0.706) and Sharjah (M= 4.08, SD= 0.760). UAEU is based in Al Ain
city, while the HCT has 16 campuses across five different regions. This outcome could
be attributed to the generally lower perception of the UAEU faculty compared to their
counterparts at HCT.
As stated earlier, analysis based on gender, titles, nationality, years of
experience and highest qualification did not show significant difference among the
participants. These results imply that faculty members encountered relatively
comparable experiences with the QF Emirates irrespective of their gender, title,
nationality, years of experience, or qualification.
5.5 Discussion of Question IV
As previously mentioned, the fourth research question for this study aims to
examine faculty perceptions of a number of institutional factors that could facilitate
effective implementation of the QF Emirates. The survey assessed faculty input on this
question in the third part of the survey (questions 19-27) using a five-point Likert scale
that ranges from 1= not important, 2= slightly important, 3= moderately important, 4=
important, and 5= very important.
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Descriptive statistics of items related to research question 4 indicated that the
mean values ranged between 3.98 and 4.23. These results signify that the majority of
the participants have ‘high’ to ‘very high’ perceptions of the importance of the
institutional factors stated. Out of the 9 survey questions, the item generating the
highest mean was the leadership support to facilitate effective implementation of the
QF Emirates (M= 4.23). Perhaps this outcome is not surprising, as the development
and diffusion of qualification frameworks is assumed to be an innovation and thus
nothing short of complex and problematic (Fernie & Pilcher, 2009). As stated by WestBurnham, one key role of leaders is to guide the process of translating generic policies
to practical strategies that the institution and the community can adopt in their quest
for positive change.
In addition, it is understood that most faculty members are actively - and
sometimes excessively- engaged in activities related to teaching, advising, research,
community engagement, administrative duties among other responsibilities.
Therefore, management support could be key in creating the right environment for
faculty members to engage in meaningful experiences and practices related to
alignment of the academic programs with the QF Emirates. Such support could take
the form of provision of effective professional development, allocation of sufficient
time and resources, or engagement of faculty members in the decision-making process.
In fact, the latter happens to be the second most important factor in fostering effective
implementation of the QF Emirates as perceived by the faculty members in this study.
Faculty involvement in governance and policy-making was highly regarded by most
participants in this study (M= 4.16). In addition to supportive leadership, this outcome
could call for more cooperation and coordination between the National Qualification
Authority and faculty members of higher education institutions to bridge the gap
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between policies and practice and develop higher levels of ownership and
commitment. As stated earlier in this study, lessons from past experiences indicate that
the most successful national qualifications frameworks across the world were those
that were formulated, implemented and evaluated in consultation with academicians
and subject matter experts.
Other factors with high mean values included continuous dialogue among key
stakeholders (M= 4.15), hands-on guidance on implementing (M= 4.13), and
cooperation and coordination among HEIs (4.08). The latter could reiterate the need
to create a professional learning community where faculty members engage in
meaningful discussions, raise issues and concerns, and find out solutions through
sharing knowledge and experiences. Such communities could then reach out for other
key stakeholders, including the NQA and the industry partners, to trigger constructive
dialogue during the advanced operational stage of the QF Emirates. Table 14 below
shows the list of institutional factors as perceived by faculty members of this study
ranked from highest to lower mean values.

Table 14: Faculty Perceptions of Key Factors to Facilitate QF Emirates
Implementation Ranked by Mean Scores
Survey Item

Mean

Std. Deviation

Q19. Leadership support to facilitate effective implementation

4.23

0.891

Q26. Involvement of faculty in governance and policy-development

4.16

0.952

Q24. Continuous dialogue among key stakeholders

4.15

0.938

Q20. Hands-on guidance on implementing

4.13

0.921

Q25. Cooperation and coordination among HEIs

4.08

0.889

75
Table 14: Faculty Perceptions of Key Factors to Facilitate QF Emirates
Implementation Ranked by Mean Scores (Continued)
Survey Item

Mean

Std. Deviation

Q21. Uniformity in interpretation of level descriptors

4.05

0.913

Q22. Consistency in learning outcome development

4.04

0.96

Q23. Clarity in role & responsibility of HEIs

4.02

0.99

Q27. Provision of technological and other resources

3.98

1.065

5.6 Conclusion
This study aimed at exploring faculty perceptions of the implementation of the
UAE’s QF Emirates in two federal higher education institutions. The outcomes of this
study revealed that, overall, faculty members at both institutions have positive
perceptions of the general aim/structure of the QF Emirates and the impact of QF
Emirates on the academic practices of teaching, learning, and assessment. That said, it
would be suggested that these outcomes are handled with caution. As stated earlier,
the sample size and response rate in this study could have an impact on the
generalizability of the results obtained. Moreover, the study relied on a self-perception
survey as a data-gathering tool, which holds the potential of human bias due to the
possible desire of some faculty to provide socially desirable responses. Therefore, it
would be imperative to apply similar studies at a larger scale and utilize multiple data
gathering tools to further validate the high perceptions reported in this study.
In exploring the demographical variables, the study revealed that the faculty
from the two institutions had significantly different perceptions of the QF Emirates
aim and implementation. Finally, the study identified some of the key factors that

76
could facilitate effective implementation of the QF Emirates at the institutional level,
including leadership support, faculty involvement in policy-making, and continuous
dialogue among stakeholders.
Overall, a look at literature review indicates that adoption of every
qualifications framework, no matter how successful, comes with challenges and risks
at the strategic and operational level. Lessons from global experiences suggest that the
most effective experiences so far came from those who identified realistic goals, payed
close attention to the context where the framework is being embedded, worked closely
with academics and content knowledge experts, obtained continuous feedback from
multiple stakeholders, allocated sufficient time to adapt and evolve, and utilized the
framework to communicate and support rather than prescribe and enforce.
5.7 Recommendations
The following section offers recommendations for practice and further research
based on the outcomes of this study.
5.7.1 Recommendations for Practice
Based on the outcomes of this study, a number of recommendations for practice
could be drawn. First, there is a need to create a common understanding of the
principles and practices of the QF Emirates at higher education institutions. Once a
shared vision is developed, QF Emirates practices in the areas of curriculum
development, teaching and learning, and assessment can be further investigated and
subsequently enhanced.
Second, QF Emirates practices in higher education need to be institutionalized.
The process seems to be managed by a few resources in the institution. For the QF
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Emirates to have a meaningful impact, more faculty members shall be engaged in the
planning, implementation, and evaluation of the QF Emirates practices.
Third, there could be more clarity in the roles and responsibilities of faculty
members in the implementation process. These roles shall be identified in light of the
existing loads of faculty members in the areas of teaching, advising, research, and other
duties. Guidelines could offer more hand-on support to create a better understanding
and help faculty in assuming their roles in the process.
In addition, more support shall be provided to faculty members in order to
translate the QF Emirates policy and principles into practice. This support should
probably start from the leadership where time, effort, and other resources are allocated
to support the process. Effective professional development activities centered on
faculty needs and requirements can play a vital role in the process.
Other types of support could take the form of professional learning
communities, where faculty members can exchange ideas, share practices, and work
collaboratively towards addressing challenges. Qualifications framework specialists
and faculty members with extensive knowledge and experience can formally or
informally play the role of coaches and mentors to disseminate knowledge, offer
informed advice and share best practices. Whether through professional development
or communities of practice, there must be a continuous, consultative dialogue between
different stakeholders for a better chance of achieving the intended goals of the QF
Emirates.
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5.7.2 Recommendations for Further Studies
One of the recommendations for further studies is to conduct studies that gather
feedback from faculty members at a larger scale in order to capture a more
representative and realistic view of their perceptions. Once established, comparisons
between different types of institutions (Federal vs. pubic, academic vs. vocational, etc.)
could aid in identifying the role of different variables in fostering or hindering effective
implementation of the QF Emirates at the institutional level.
Similarly, comprehensive studies can be conducted to obtain feedback from
other stakeholders. For instance, feedback from the industry in general and the recent
graduate employers in particular would be key in evaluating the effectiveness of the
QF Emirates in bridging the gap between higher education and the market. Equally
important would be to capture the students’ educational experience with programs that
are aligned with the QF Emirates.
Another area for future research would be to conduct qualitative studies in
order to unearth in-depth knowledge and capture valuable experiences of key
stakeholders from the National Qualification Authority, Higher Education Institutions,
vocational/training sector, and the industry.
Last but not least, a regional study could be conducted to compare and contrast
the experiences of countries in the Gulf and Arab region with the NQFs. In the long
term, and in line with the European Qualification Framework, perhaps the creation of
a common Gulf/Arab Region meta-framework can open doors for more transferability
and mobility across these countries and systems in the future. In fact, the Gulf
Cooperation Council (GCC) has published a report to support the development of a
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Gulf Qualifications Framework in 2013. However, before placing a qualifications
meta-framework on the agenda, it would be imperative to create a profound
understanding and solid foundations for the QF Emirates principles and practices
among all stakeholders at the national level.
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Appendices
Appendix A
Differences in Faculty Perceptions Based on Demographic Variable
A. Gender

Figure 1: Aim/Structure of QF Emirates

Figure 2: Impact of QF Emirates on Academic Practices
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B. Title

Figure 3: Aim/Structure of QF Emirates

Figure 4: Impact of QF Emirates on Academic Practices
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C. Nationality

Figure 5: Aim/Structure of QF Emirates

Figure 6: Impact of QF Emirates on Academic Practices
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D. Highest Qualification

Figure 7: Aim/Structure of QF Emirates

Figure 8: Impact of QF Emirates on Academic Practices
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E. Discipline

Figure 9: Aim/Structure of QF Emirates

Figure 10: Impact of QF Emirates on Academic Practices
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F. Institution

Figure 11: Aim/Structure of QF Emirates

Figure 12: Impact of QF Emirates on Academic Practices
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G. Location

Figure 13: Aim/Structure of QF Emirates

Figure 14: Impact of QF Emirates on Academic Practices
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E. Years of Experience

Figure 15: Aim/Structure of QF Emirates

Figure 16: Impact of QF Emirates on Academic Practices
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Appendix B
Independent Sample T Test – Institution
Table 1: Results of Independent Sample T Test – Institution

Q1. The general
purpose of the NQA
is clearly
communicated

Equal
variances
assumed

Levene's Test for
Equality of Variances

t-test for Equality of Means

F
5.355

t
-2.772

df
100

Sig. (2tailed)
0.007

Mean
Difference
-0.747

-2.409

31.736

0.022*

-0.747

-4.095

100

0.000*

-0.856

-3.465

30.836

0.002

-0.856

-4.778

100

0.000

-0.994

-3.617

27.791

0.001*

-0.994

-3.610

100

0.000*

-0.696

-2.962

29.876

0.006

-0.696

-1.866

100

0.065

-0.340

-1.565

30.551

0.128

-0.340

-3.220

99

0.002

-0.688

-2.702

29.075

0.011*

-0.688

-2.303

100

0.023*

-0.484

Sig.
0.023

Equal
variances
not
assumed
Q2. QF Emirates
offers improved
opportunities for
mobility between
different educational
and training sectors

Equal
variances
assumed

Q3. QF Emirates
facilitates the
inclusion of life-long
learning

Equal
variances
assumed

1.481

0.227

Equal
variances
not
assumed
20.500

0.000

Equal
variances
not
assumed
Q4. QF Emirates
facilitates alignment
with frameworks in
other countries

Equal
variances
assumed

1.645

0.203

Equal
variances
not
assumed
Q5. The 10-levels of
QF Emirates
represents clear
hierarchy associated
with each level

Equal
variances
assumed

Q6. The 5 strands of
QF Emirates are
clearly elaborated

Equal
variances
assumed

3.830

0.053

Equal
variances
not
assumed
5.991

0.016

Equal
variances
not
assumed
Q7. The language
used to describe the

Equal
variances
assumed

1.625

0.205
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QF Emirates Level
Descriptors is clear.

Equal
variances
not
assumed

Q8. The role of
faculty members in
adopting and
implementing the QF
Emirates is clearly
defined

Equal
variances
assumed

Q9. QF Emirates
Handbook is a useful
tool for QF Emirates
policies and
procedures

Equal
variances
assumed

Q10. There are
sufficient systems to
guide diffusion of
QF Emirates into the
academic practices

Equal
variances
assumed

Q11. The alignment
of programs to the
QF Emirates
improves the quality
of learning outcomes

Equal
variances
assumed

Q12. Alignment of
learning outcomes to
the QF Emirates
‘knowledge strand’
improves
learning/teaching

Equal
variances
assumed

Q13. Alignment of
learning outcomes to
the QF Emirates
‘knowledge strand’
improves assessment

Equal
variances
assumed

Q14. Alignment of
learning outcomes to
the QF Emirates
‘skills strand’
improves
learning/teaching

Equal
variances
assumed

Q15. Alignment of
learning outcomes to
the QF Emirates

Equal
variances
assumed

2.164

0.144

Equal
variances
not
assumed
5.145

0.025

Equal
variances
not
assumed
10.157

0.002

Equal
variances
not
assumed
10.591

0.002

Equal
variances
not
assumed
4.906

0.029

Equal
variances
not
assumed
5.414

0.022

Equal
variances
not
assumed
6.630

0.011

Equal
variances
not
assumed
10.387

0.002

-2.115

33.923

0.042

-0.484

-3.715

100

0.000*

-0.907

-3.370

33.400

0.002

-0.907

-2.362

100

0.020

-0.462

-1.939

29.898

0.062

-0.462

-4.183

100

0.000

-0.942

-3.428

29.844

0.002*

-0.942

-2.413

100

0.018

-0.554

-1.938

29.274

0.062

-0.554

-2.933

99

0.004*

-0.675

-2.478

29.274

0.019

-0.675

-2.863

100

0.005

-0.606

-2.446

31.154

0.020*

-0.606

-3.517

100

0.001

-0.756

-2.880

29.821

0.007*

-0.756

-3.022

100

0.003

-0.676
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‘skills strand’
improves assessment

Equal
variances
not
assumed

Q16. Alignment of
learning outcomes to
the QF Emirates
‘competencies
strand’ improves
learning/teaching

Equal
variances
assumed

Q17. Alignment of
learning outcomes to
the QF Emirates
‘competencies
strand’ improves
assessment

Equal
variances
assumed

Q18. Overall,
alignment of
programs to QF
Emirates improves
the quality of
programs

Equal
variances
assumed

7.473

0.007

Equal
variances
not
assumed
2.071

0.153

Equal
variances
not
assumed

Equal
variances
not
assumed

(*) Significance at 0.05

8.142

0.005

-2.478

29.868

0.019*

-0.676

-4.555

100

0.000

-0.990

-3.692

29.527

0.001*

-0.990

-4.494

100

0.000*

-0.939

-3.910

31.784

0.000

-0.939

-2.872

100

0.005

-0.635

-2.389

30.293

0.023*

-0.635
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Questionnaire
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